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ABSTRACT
The prospects of providing universal basic education (UBE) for all children
remains amongst the greatest challenges the Papua New Guinea (PNG) as a
developing country faces in this early twenty-first century. This challenge is more
complex in the context that approximately 25% of the country’s remote population
still does not have formal access to basic education. It is even worst when “almost
50% of those majority of children who enroll in school continue to drop-out before
completing grade 6” (Department of Education, 2003, 1997 and 1991) despite the
education reform efforts of the 1990s and early 2000s. These were the realities that
created this study.
The evidence gathered suggests that adopting a single uniform policy, or a piecemeal approach, and/or, even to think that UBE is a problem only for the education
sector would work against any future efforts to resolve the widely varied and
complex educational policy problems in which UBE is one component. This thesis
therefore provides an Integrated Educational Policy Implementation and
Improvement Model in which the study specifically tested and developed a UBE
Policy Framework for PNG. The framework in particular constitutes a total set of
13 High Priority Basic Recommendations and related Action Recommendation
Items for improving implementation of UBE throughout the PNG society.
Amongst the overarching actions is that PNG as a society must first and foremost
accept its obligations to the child and therefore address, among others, those social
and economic inequities that block the attainment of UBE. For example, PNG must
address those issues concerned with aspects of: (i) high population growth; (ii)
increasing levels of poverty; (iii) remote rural access; (iv) problems of finance; and
(v) relevant policies which embrace the child’s rights to UBE. At the administrative
level high priority actions must also be undertaken by the PNG Department of
Education, provincial divisions of education, districts and schools to improve
aspects of education organizational, operational, human and material resources and
capacity.

xiv

CHAPTER ONE: INTRODUCTION
1.1 INTRODUCTION
This Chapter provides two main functions. The first is to provide an overview of
the study. The second is to introduce and explain the elements of a model which
underpins the overall focus, design, and conduct of this thesis study. The overview
of the thesis begins with a description of the background of the chosen research
problem, concept and goals of Universal Basic Education (UBE), and previews the
research purpose and objectives, questions, participants, and an explanation of the
chosen tested and developed research-based design elements of the Two-Phased
Mixed-Methods Inquiry Strategy adopted for this thesis. It then explains the
significance and limitations, ethical considerations, and the organization and
structure of the thesis.

1.2 BACKGROUND OF THE RESEARCH PROBLEM
This thesis provides a Framework of Educational Policy Implementation and
Improvement Model (EPIIM) in a developing country context. This model has
been tested and developed through the design and conduct of a Two-Phased
Mixed-Methods Research Process which focuses on the issue of implementing the
Government of Papua New Guinea’s (GOPNG) educational policy goal on UBE.
The concept and policy on UBE has been consistently maintained amongst “the top
priority development goals of education by successive national PNG governments
since independence in 1975” (GOPNG, 2000, DOE, 1997, 1991 and 1976, National
Education Strategy, 1979). The GOPNG since 1993 to the present time has been
implementing “a major restructuring and curriculum reforms of the PNG National
Education System (PNGNES) in which the policy on UBE has been included
amongst the top priority goals of education” (DOE, 2003, 1997 and 1991).
The advancement of this policy goal under the education reform program was
marked by the creation of the Basic Education System (BES) which further
1

resulted in the establishment of the village-based elementary (vernacular) school
system and the expansion of the primary system of education from grade 6 to grade
8 level. In addition, various attempts by certain ruling political parties in
government including the ruling party in the National PNG Government of 2000
had declared a ‘free education policy’ in further attempts to achieve greater access
to education and UBE for all children throughout the country. However, as with
previous attempts which had all proved unsuccessful, this particular policy attempt
was abolished by another ruling party which formed a new government following
the PNG national general elections in 2002.
Despite these good intentions and the education reform efforts of the 1990s the
current indications however are that “almost half the children who enroll in
elementary prep and grade 1 drop-out of school before they have completed grade
6” (DOE, 2003, 1997 and 1991). The “continuing problems of poor retention or
high drop-out rates especially between grades 1 to 6 therefore remains amongst the
single biggest threat to ever achieving UBE in PNG” (DOE, 2003, 1997 and 1991).
Amongst the strongest criticisms leveled against the education system of PNG by
some PNG prominent professionals and donor agencies has been that, “if things
continue as they are, by the year 2010, the targets for the attainment of this goal
maybe set back even further” (DOE, 2003 and 2001, AusAID, 2000, World Bank,
1998, Webster, 1993, Avalos, 1993).
These were the realities that motivated this study. The Researcher began this study
in his official capacity as the Head of Policy, Research and Communication
Division of the PNGDOE. The study was initially sponsored by the GOPNG and
was designed and conducted under its education reform program initiatives. It was
further expected that the study would make some recommendations for improving
UBE in PNG upon its completion.
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In order to meet these sponsorship expectations it was inevitable that a large PNG
education system-wide study had to be designed and undertaken. Consequently, the
study is located within the diverse and complex naturalistic PNG settings. It
therefore is characterized by the use of multiple and chosen aspects of educational
policy and UBE related concepts, theories, policies and practices. These aspects are
further reflected through the use of multiple research purpose and objectives,
participants, questions and research design and methodology. An overview of these
aspects is now provided.

1.3 CONCEPTS OF UNIVERSAL BASIC EDUCATION
The concept and policy on UBE is the central focus of this thesis. The term
‘universal basic education’ is defined as “the provision of 9 years of basic
education for all children aged 6 to 14 years old involving 3 years of elementary
(prep to grade 2) and 6 years of primary (grades 3 to 8) levels of education within
the formal PNG National Education System” (DOE, 1997 and 1991).
This definition adopts a formal view of UBE derived from the prescribed
structures, goals and activities of the PNGNES. The formal structure of this system
is represented below in Figure 1.1.

Figure 1.1: Structure of the PNG National Education System (PNGNES)
BASIC EDUCATION SYSTEM
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18
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Vocational
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11-12
Technical
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Adult Literacy and Distance and Open Learning

Source: Department of Education (1991:7). The PNG Education Sector Review: Deliberations and
Findings Vol. 2. Waigani, PNG.
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The PNGNES is comprised of the elementary, primary, secondary, and tertiary
levels of education. The general education sector comprises a 3-6-4 structure. It
includes three-years of elementary education from prep to grade 2, six-years of
primary education from grades 3 to 8, and four-years of secondary education which
include grades 9 and 10 as lower secondary, and grades 11 and 12 as upper
secondary.
The BES, which constitutes the major focus of this thesis study, includes 9 years of
basic education for all children aged 6 to 14 years old involving 3 years of
elementary and 6 years of primary levels of education. This system therefore
defines the structural boundaries of the concept of UBE to be used throughout the
study. In addition, the concept and policies on the attainment of UBE also are
defined and interpreted in various PNGDOE Reports (2001, 1997 and 1991) in
terms of the following interrelated PNG education goals and issues, which were
further adopted by this study. These goals were:
(i)

to achieve access - for all children to enter elementary prep at age 6 and
complete 3 years of basic schooling in the local vernacular;

(ii)

to achieve retention - for all children to complete 3 years of elementary
education and proceed to complete 6 years of primary education cycle from
grades 3 to 8. The primary cycle of education is referred to in this study as
the universal primary education (UPE) component of UBE;

(iii) to achieve quality - for all children to acquire basic literacy, both in the local
vernacular and in English, basic numeracy, and appropriate cultural and
community life skills; and
(iv) to achieve equity – for all children to acquire UBE regardless of gender, race,
religion, ethnicity, geographical location, and economic status.
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1.4 MAIN PURPOSE AND OBJECTIVES OF THE STUDY
This study provides an exploratory analysis of the current and past problems and
performances in implementing the GOPNG’s educational policy goal on UBE and
also tested and determined a series of future propositions and recommended actions
for improving UBE in PNG. The research was based upon the following sets of
research objectives which were designed and used across the two phases of this
study.
For reasons that will be explained more fully later, the adopted research design as
will shown throughout this thesis writing process, is based on a Two-Phased
sequential model in which the outcomes of phase-1 determined the research focus
and design of phase-2. The specific objectives of this thesis are more clearly
explained as follows.

1.1.1 1.4.1

Objectives of Phase-One: Pilot Study

The main aim of Phase-One: Pilot Study was to explore the current and past
problems and performances in implementing UBE in PNG and to develop
propositions for further testing in the Phase-2 of the study. The focus of the
research inquiry and analyses more specifically were:
1.

to provide an exploratory analyses of the current and past educational policy
problems and issues that hinder the effective implementation of UBE in PNG
as experienced by the chosen groups of the top management executives of
PNGNDOE and other issues obtained from the related PNG education
literature;

2.

to provide a quantitative analyses of a series of the most and least important
current UBE policies and practices based on the tested opinions of the chosen
PNG educators to a total set of 70 Likert-based UBE implementation items;
and
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3.

to develop a series of propositions for improving UBE in PNG for further
testing in Phase-2 of the study.

1.1.2 1.4.2

Objectives of Phase-Two: Main Study

The main aim of Phase-Two: Main Study was to test a series of propositions in
order to determine and recommend a range of priority actions for improving
implementation of the GOPNG’s educational policy goal on UBE in PNG. The
focus of the research inquiry and analyses more specifically were:
1.

to provide a quantitative analyses of chosen aspects of demographic data on
student access, retention and participation rates at elementary and primary
levels of education based upon the NEP 1995–2004 projections and the
actual achieved performances by the year 2000 (as obtained from relevant
PNGDOE policy and planning documents);

2.

to provide a quantitative analyses of a series of the most important, most
supported, and top priority propositions for improving UBE in PNG based on
the tested opinions of the chosen PNG educators to a total set of 68 Likert
based UBE improvement proposition items; and
3. to provide integrated analyses of the key findings from the results of both
Phase-1 and Phase-2 as the bases to determine a range of high priority
recommended actions for improving the implementation of UBE at: (i) the
macro-level PNG society; (ii) the PNGDOE; (iii) the provincial education
divisions (PDOE); (iv) the school level; and (iv) the local community
level.

1.5 RESEARCH POPULATION AND SAMPLING METHODS
This thesis, as alluded to earlier, involves the design and conduct of a large PNG
education system-wide study. It was designed and conducted within the diverse,
dispersed and complex naturalistic PNG education settings within which
educational policy and UBE were developed and implemented throughout the
country. Given these complexities and the need also to gain an in-depth and full
6

understanding of the multiple and complex range of educational policy and UBE
implementation problems and performances across the PNGSS it was deemed
appropriate that ‘multiple research population and sampling methods’ were
selected and used.
Consequently, the Researcher with his own knowledge of the PNGNES
purposefully targeted and engaged those “information-rich” (Wiersma, 1995:298)
practising PNG educators who, at the time of the data gathering phase of the study,
were effectively involved in the process of implementing related aspects of
educational policy and UBE within the PNGSS. The chosen groups of educators
were: (i) the senior national education administrators (SNEAs) from the PNGDOE
headquarters in Port Moresby: (ii) the senior provincial education administrators
(SPEAs) from the PDOE across the 20 provinces of PNG; (iii) a sample of primary
teachers within selected provinces and schools; and (iv) a sample of elementary
teachers also within selected provinces and schools.
This approach also was consistent with the view of the term policy implementation
as “the fulfillment of policy intentions by public servants” (Calista, 1994:118), as
opposed to policy-makers. A further important factor in the selection and
engagement of multiple research participants and sampling methods was based on
the initial assurance of sponsorship funding support by the GOPNG for the conduct
of this large study.
It needs to be noted that the full details of the chosen research population and
sampling methods used and the results of the level of participation by the research
respondents in this study will be provided later in relevant chapters. The analysis
that follows only provides an overview of the total research participants used
across the two phases of the study.
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1.1.3 1.5.1

Research Participants in Phase-One: Pilot Study

The entire population and multiple sampling methods were used in the selection
and engagement of the chosen PNG educators in Phase-1 of the study. The
engagement of the entire populations of the SNEAs and the SPEAs groups in
particular provides access to significant in-depth knowledge and understanding
about educational policy and UBE in PNG since these two groups were highly
influential senior level administrators in education in PNG.
In terms of the selection and engagement of teachers multiple sampling methods
were used including “cluster sampling and multistage sampling methods”
(Wiersma, 1995, Fink, 1995) in which the chosen groups of primary and
elementary teachers from the selected provinces and schools throughout the
country. The participation of teachers in this study therefore provides a further
important dimension in obtaining informed views about local school level policy
implementation problems and realities. The summary Table 1.1 below provides an
indication of the total population for each category of respondent groups against
the sample used and the actual responses received and analysed in the study.

Table 1.1: Research Participation in Phase-1: Pilot Study
Multiple PNG Educator Groups

Total
Research
Population

Planned and Actual
Participation by PNG
Educators’ Groups
Total
surveys
sent

1. National Education Administrators
2. Provincial Education Administrators
3. Primary Teachers
4. Elementary Teachers
Total

17
20
16,927
3,816
20,780

17
20
334
72
364

Total actual
responses
analysed
11 (+3interviews)

12
168
44
235

Source: For total numbers of teachers refer to the Department of Education (2001). The State of
Education in PNG Report. Facilitating and Monitoring Unit, Waigain, PNG.

Generally, these figures indicate positive and meaningful levels of participation
from all respondent groups in Phase-1 of the study. These positive results largely
were obtained through the provision of generous funding support provided by the
GOPNG, the Researcher’s knowledge of PNG education contexts and involvement
in the entire research process, and the use of the face-to-face field-study method of
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data collection. However, other follow-up methods used to improve the
participation levels were found to be least successful.

1.1.4 1.5.2

Research Participation in Phase-Two: Main Study

It was logically planned that the same Phase-1 research population and sampling
methods were to be used again in Phase-2. However, this plan was seriously
marred by a range of complex and enduring macro-level PNG societal problems.
The limiting effects caused by these problems to this thesis will be explained later,
however, the major one involved was a change of government in PNG which
resulted in withdrawal of the policy of free access to UBE and a reduction in
government support for implementing the original Phase-2 of the research design.
Despite these endurances the redesigned Phase-2 of the study was accomplished
with the continued involvement of the chosen population of the SNEAs and
SPEAs’ groups and a dramatically reduced sample of primary teachers from only 2
provinces as against 7 in Phase-1. The Table 1.2 below indicates the levels of
participation by the research respondents in Phase-2 of the study.

Table 1.2: Research Participation in Phase-Two: Main Study
1.1.5

Multiple PNG Educators’

Total
Research
Population

Groups

1. National Education Administrators
2. Provincial Education Administrators
3. Primary Teachers
4. Elementary Teachers
Total

25
40
16,927
3,816
16,992

Planned and Actual
Participation by PNG
Educators’ Groups
Total
surveys sent

Actual
responses
analysed

25
40
122
42
393

19
26
44
10
89

Source: For total numbers of teachers refer to the Department of Education (2001). The State of
Education in PNG Report. Facilitating and Monitoring Unit, Waigain, PNG.

As explained earlier the full details about the results of the levels of research
participation and sampling methods will be explained later. However, from the
figures above, it generally can be seen that while there is some improved
participation by the SNEAs and SPEAs groups the involvement of primary teachers
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shows a dramatic reduction. Also the few responses from the elementary teachers
group were discarded as these were of least significance.
The improved participation by the senior PNG educators stemmed largely from
refocused selection of senior technical officials and the face-to-face field-study
method, especially in a senior education officers conference situation in which this
Researcher also was in attendance. The reduced levels of participation by the
chosen sample of primary teachers group however was only obtained from 2 out of
the original 7 Phase-1 sampled provinces. The two provinces were the National
Capital District (NCD) and Central Province. This therefore means that the
interpretation of the results from this group of teachers in Phase-2 represents a
limited sample and should be confined only to the NCD and Central Province
research settings.

1.6 RESEARCH QUESTIONS OF THE STUDY
1.1.6 1.6.1

Research Sub-Questions of Phase-One: Pilot Study

The design and conduct of this study generally was guided by a Main Research
Question with three related Research Sub-Questions. The Main Research Question
addressed by this study was: What are the best ways of improving the
implementation of the GOPNG’s policy goal on UBE within the PNGSS? The more
specific design elements of the data collection and data analysis methods and data
sources in each phase of the study were guided by 3 Research Sub-Questions,
which are now explained.
The design and construction of the Phase-One data collection and analyses methods
and data sources were based on the following Two Research Sub-Questions
consistent with the above stated research objectives of the study. The questions
were:
1.

Research Sub-Question One: What do the chosen PNG educators’
perceive are the major problems that hinder the effective implementation of
the GOPNG’s policy goal on UBE in PNG?
10

2.

Research Sub-Question Two: What do the PNG educators consider are
the most and least important series of UBE policies and practices which are
currently being implemented under the ongoing education reforms and the
NEP 1995-2004?

1.1.7 1.6.2

Research Sub-Questions of Phase-Two: Main Study

The design and construction of the Phase-Two: Main Study data collection and
analyses methods and data sources were based on the Research Sub-Question
Three: What do the PNG educators perceive are the most important, most
supported, and top-priority propositions for improving UBE within the PNGSS?
Generally, the widely varied and complex naturalistic PNG education settings led
to the use of multiple research purpose and objectives, participants, and questions.
This in turn required the design and development of the chosen elements of the
Two-Phased Mixed-Methods Research Process as the most appropriate strategy to
conduct this study.

1.7 FRAMEWORK OF A TWO-PASHED MIXED-METHODS
RESEARCH DESIGN
This thesis is based on a specifically designed, tested and developed research-based
modelwhich is called the Integrated Educational Policy Implementation and
Improvement Model (IEPIIM) for a developing country context. This model is
grounded within the field of “multiparadigm perspective” (Gioia and Pitre,
1990:584) in which the thesis combines the use of multiple and complex range of
concepts, theories, practices and methods related to chosen aspects in
implementing and improving the GoPNG’s educational policy goal on UBE.
Given the significance of this unique model to the overall design and conduct of
this thesis this sub-section draws attention to, and explains the chosen design
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elements which were drawn from chosen aspects of Dunn’s (2003 and 1994)
Integrated Policy Analysis Process.

1.1.8 1.7.1

Two-Phased-Phased

Research

Design:

A

Framework

of

Educational Policy Implementation and Improvement Model
The term research design in its simplest form describes “the plan or strategy for
conducting the research” (Wiersma, 1995:91). Creswell (2003) however takes a
much broader view of research design especially involved in mixed-methods
inquiry strategies which is relevant to this thesis in stating that:
in designing a research plan a general framework be adopted to
provide guidance about all facets of the study, from assessing the
general philosophical ideas behind the inquiry to the detailed data
collection and analysis procedures. Although different types and
terms are abound in the literature there are three common
frameworks that exist. These are quantitative, qualitative, and mixedmethods approaches (Creswell, 2003:1).
This thesis as alluded to earlier draws upon and integrates “multi-paradigm
perspectives” (Gioia and Pitre, 1990, Dunn, 1994, Creswell, 1994), especially in
terms of its focus, design and methodology. In terms of its design, the thesis in
particular draws and integrates design elements from two interrelated inquiry
strategies. These are: (i) the Two-Phased Research Design; and (ii) the MixedMethods Research Design.
It needs to be noted that this particular analysis only focuses on the chosen aspects
of the two-phased design features while detailed explanations of the mixedmethods inquiry design and methodology will be dealt with in Chapter Three.
The initial idea of a two-phased study was forged by the following practical related
issues which were encountered by this Researcher at the commencement of this
study. These were:
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(i)

the problems with general lack of current and available data related to PNG
educational policy and UBE which therefore required the need to gather as
much data as possible within the PNG education setting. This then led to
the idea of the Phase-One: Pilot Study with a focus on existing practices as
explained earlier; and

(ii)

the sponsorship expectations by the GOPNG which required this Researcher
to provide recommended actions for improving educational policy and
practice which then led to the design and conduct of a large PNG education
system-wide study. These expectations then forged the idea of the PhaseTwo: Main Study component with a focus on testing future oriented
improvement practices.

At the theoretical level, the literature on two-phased research methods indicates
that “little has been written about this inquiry strategy” (Creswell, 2003: 217). The
Researcher therefore was drawn to the field of policy analysis as the key focus of
this thesis was concerned with aspects of educational policy which is one important
element of PNG’s public policy domain. The exploration in particular found that
Dunn’s (2003 and 1994) suggested model of “Integrated Policy Analysis Process”
(Dunn, 1994:12-19) was the most appealing approach with the chosen focus and
design elements of this thesis.
An overview summary of the chosen elements of Dunn’s (2003 and 1994)
Integrated Policy Analysis Process is now provided followed by the Researcher
developed Framework of IEPIIRP.

1.1.9 1.7.2

Concept and Methodology of Policy Analysis

The term policy analysis is defined as “a process of multidisciplinary inquiry
designed to create, critically assess and communicate information that is useful in
understanding and improving policies” (Dunn, 2003:3). It draws on theories,
methods, and substantive findings of the behavioural and social sciences, social
professions, and social and political philosophy. The main purpose of policy
analysis is not only “to produce intellectual knowledge as a means to an end, as is
13

the case with social science disciplines, but as well to produce practical knowledge
that is useful for solving practical problems” (Dunn, 2003: 2-3).
The methodology of policy analysis, according to Dunn (2003:2), is “a process of
inquiry design to discover solutions to practical problems”. This inquiry process
involves “probing, investigating or searching for solutions through both scientific
methods, art, craft and persuasion” (Dunn, 2003, Wildavsky, 1979).

Policy

analysis is based on “a combination of ordinary, common-sense knowing, and
specialized forms of knowing associated with the sciences, professions and
humanities” (Dunn, 2003, Lindblom and Cohen, 1979). In all cases, however,
“policy analysis is a pragmatic enterprise, because it involves the operations of the
human understanding in solving practical problems” (Kaplan, 1964: 3-11).
In view of these, the methodology of policy analysis, according to Dunn (1994:
12), seeks to address five types of questions in order to investigate and solve
practical problems. These are: (i) what is the nature of the problem? (ii) what
present and past policies have been have been established to address the problem,
and what are their outcomes? (iii) how valuable are these outcomes in solving the
problem? (iv) what policy alternatives are available to address the problem, and
what are their likely future outcomes? (v) what alternatives should be acted on to
solve the problem? Answers to these questions are then investigated through a
range of policy analysis strategies including Dunn’s (2003 and 1994) suggested
form of Integrated Policy Analysis Process. The key features of this model are
discussed next.

1.1.10 1.7.3

Elements of Integrated Policy Analysis Process

The key design elements of Dunn’s (2003 and 1994) suggested form of Integrated
Policy Analysis Process is illustrated below in Figure 1.2. This model, according to
Dunn (1994 and 2003), represents a continuous form of policy analysis cycle which
evolves in a form of a circle joined by the arrows. The arrows run both in
clockwise and anticlockwise directions to show the interdependent relationships
between the various component procedures and techniques. The model can also be
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viewed both vertically (or left and right) and horizontally (or upper and lower)
portions which generally represent the different forms of policy analysis processes.
The Two-Phased Design model of this study, as will be explained later, is based on
this Integrated Policy Analysis Process, which combines the different forms of
policy analysis processes.
Figure 1.2: Framework of Dunn’s (1994) Integrated Policy Analysis Process
THE PROBLEM-CENTRED POLICY ANALYSIS PROCESS

RETROSPECTIVE (Ex Post)

PROSPECTIVE (Ex Ante)
POLICY
PERFORMANCE

Evaluation

Forecasting
Problem
structuring

PROBLEM FINDING

POLICY
OUTCOMES

Problem
structuring

POLICY
PROBLEMS

POLICY
FUTURES

Problem
structuring

PROBLEM SOLVING

Problem
structuring
Recommendation

Monitoring

POLICY
ACTIONS

Source: Dunn, W. (1994:12-19). Public Policy Analysis: An Introduction. Prentice Hall, Inc. New Jersey, USA.

Generally, the adoption of the concept and design of the Integrated Policy Analysis
Process has contributed significantly to the design and conduct of this thesis. The
process, for example, not only models the comprehensive and complex nature of
this study, but as well, its significance in providing both conceptual, theoretical,
and practical knowledge aimed at recommending actions for resolving and
improving educational policy and UBE in PNG.
At the inductive level of analysis, this model when viewed from both vertical (or
left to right) and horizontal (or upper and lower) portions generally represent the
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different forms of policy analysis processes (Dunn, 1994: 12-19). The vertical (or
left and right) portion of the framework for example represents 3 forms of policy
analysis processes, which according Dunn (1994: 79-81) are: (i) retrospective (ex
post) policy analysis; (ii) prospective (ex ante) policy analysis; and (iii) integrated
policy analysis. An overview summary outline of each of these methods is given as
follows:
1.

the Retrospective (or Ex Post) Policy Analysis Process: This form of
analysis involves the production and transforming of information after
policy actions have been adopted. It is, in other words, a historical
perspective form of analysis in which it attempts to address the question of:
What happened and what difference does it make? This model is consistent
with the particular focus and design elements of the Phase-1 component of
this thesis in which it provides an exploratory analysis of the current and
past problems and performances in implementing UBE in PNG.

2.

the Prospective (or Ex Ante) Policy Analysis Process: This form of
analysis involves the production and transforming of information before
policy actions have been adopted. It is, in other words, a futures perspective
form of analysis in which it attempts to address the question of: What will
happen and what should be done? This model is consistent with the
particular focus and design elements of Phase-2 component of this thesiswhich it provides an analysis of the tested series of propositions for
improving UBE within the PNGSS in the future.

3.

the Integrated Policy Analysis Process: This “form of analysis is a more
comprehensive form of analysis which combines the operating styles of
practitioners who are concerned with the production and transforming of
information both before and after policy actions have been taken” (Dunn,
1994: 79). In other words, integrated policy analysis not only combines and
links with both the prospective and retrospective analysis processes, but
more importantly emphasizes the need for analysts to continuously produce
and transform information over time. The design and conduct of this thesis
as already explained combines the operating methods and procedures of
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both the retrospective and prospective aspects of implementing and
improving educational policy and UBE in PNG.
This thesis study further combines the policy analysis methods and procedures
related to problem finding and problem solving which is represented by the
horizontal (or upper and lower) portion of the framework. A brief description about
each method is explained below to illustrate how it is used in this study:
1.

Problem Finding: this refers to the upper portion of the framework which
deals with methods that are usually described in terms of problem finding.
According to Dunn (1994: 81), “problem finding essentially is a conceptual
and theoretical activity”. Its primary concern is with questions about nature
of problems and not so much with choosing courses of actions to solve
problems. This model is consistent with the focus and design elements of
the already explained Phase-1 Research Objectives 1 and 2 and Research
Sub-Questions 1 and 2.

2.

Problem Solving: this refers to the lower portion of the framework which
deals with methods which are usually described in terms of problem
solving. By contrast, “problem solving is a practical activity which involves
the execution and steering of a course of action over time” (Dunn, 1994:
81). Its primary concern is with choosing a course of action and seeing that
it is properly followed over time and not with inquiring into the nature of
problems. This model is consistent with the chosen aspects of the focus and
design of the already explained Phase-2 Research Objectives 1 and 2 and
Research Sub-Question 3.

The adopted Integrated Policy Analysis Process as depicted in the Diagram above
further represents a continuous form of policy cycle which evolves in a form of a
circle joined by a series of arrows. The arrows run both in clockwise and
anticlockwise directions to show the interdependent relationships between the
following problem-centred policy analysis components and procedures. These
components and procedures, as suggested and described by Dunn (1994), include
the set of: (i) Five Types of Policy-Relevant Informational Components; and (ii)
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Five Types of Policy-Analytic Procedures. A brief overview summary of each
component is now explained.
1.

the Five Types of Policy-Relevant Informational Components: the
methodology of policy analysis, according to Dunn (1994), seeks to provide
knowledge and information about what is (facts), what is right (values), and
what to do (actions). Such knowledge is developed and conveyed through
the following set of 5 Types of Policy-Relevant Informational Components,
which, as described by Dunn (1994: 68-70), are:
(i)

Policy Problems: a policy problem is an unrealized value, need, or
opportunity for improvement which may be attained through public
action. Knowledge of what problem to solve requires information
about a problem’s antecedent conditions, as well as, information about
values whose attainment may lead to a problem’s solution. The central
focus of this thesis study involves the chosen aspects of UBE policy
problems in PNG, which, as already explained above, include the
chosen aspects of UBE related concepts, goals, policies, and problems
of implementing and improving UBE within the PNGSS.

(ii)

Policy Performance: a policy performance is the degree to which a
given policy outcome contributes to the attainment of values. In order
to know whether a problem has been solved, resolved, or unsolved not
only requires information about policy outcomes; it is also essential to
know whether these outcomes have contributed to the attainment of
values that originally gave rise to a problem. The focus and design of
Phase-1 of the study (as already stated above in relation to research
objectives 1, 2 and 3 and research sub-questions 1 and 2) provides
policy-relevant information about the exploratory analysis of the
current and historical aspects or performances in the implementation
of educational policy and UBE in PNG.

(iii) Policy Futures: a policy future is a consequence of a course of action
that may contribute to the attainment of values and, hence, the
resolution of a policy problem. Information about the conditions that
gave rise to a problem is essential to the identification of policy
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futures. This thesis in Phase-2 component of the study, as already
explained, provides policy-relevant information about a series of
tested future policy propositions for improving UBE within the
PNGSS.
(iv) Policy Actions: a policy action is a move or series of moves guided
by a policy alternative that is designed to achieve valued future
outcomes. In order to recommend a policy action, it is necessary to
have information about the positive and negative consequences of
acting on different alternatives. This thesis determines and provides a
range of recommended actions for improving UBE in PNG based
upon the integrated analysis of the series of key findings obtained
from the results of both Phase-1 UBE policy implementation items
and Phase-2 UBE policy improvement proposition items.
(v)

Policy Outcomes: A policy outcome is an observed consequence of
policy actions. The consequences of policy actions cannot be fully
stated or known in advance of action; nor are all observed
consequences of action intended or anticipated. Policy analysis
therefore produces information about policy actions both before and
after they have occurred. The major outcomes obtained from this
thesis inquiry are provided in detail in Chapter 6 and include: (i) a set
of high priority recommended actions for improving implementation
of educational policy and UBE by key stakeholders in PNG which
include: (i) the macro-level PNG societal actions; (ii) the PNGDOE
actions; (iii) the PDOE actions; (iv) school level priority; and (vi)
local community level priority actions.

The above analysis clearly shows that the adopted chosen design elements of the
Two-Phased Research Approach to this thesis logically transcends with Dunn’s
(1994) Integrated Policy Analysis Process. References on the significance of this
model will be constantly made in relevant sections of this thesis.
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1.8 SIGIFICANCE OF THE STUDY
This study demonstrated that there is currently a dearth of relevant literature on the
issue of improving UBE in developing countries, especially in PNG. As will be
shown in detail in the following Chapters, this thesis provides a coherent model of
educational policy for improving UBE, and this model is based on a selected
theoretical model from the general literature, and adopted to the particular setting
of PNG.
The model developed and tested by this study contains both a futures (proactive)
orientation and a current (reactive) orientation, to demonstrate the requirement that
effective educational policy implementation must improve both the future and
present aspects of the selected problem or issue. The study is based on a highly
credible sampling of all levels of PNG educators at national, provincial, school and
teacher levels. Accordingly, the results obtained are also considered highly credible
as the bases of the UBE improvement recommendations developed by the study.

1.9 LIMITATIONS OF THE STUDY
This thesis in terms of its focus and design is a large PNG education system-wide
study, which, when conducted in the very diverse and complex PNG settings,
encountered limitations that this Researcher had to deal with across the two phases
of the study. Some of the limitations were:
1.

Focus on Content and Quality Aspects of UBE: within the time and
resources available this thesis was only able to focus on the chosen aspects
of the implementation and improvement of educational policy and UBE
related concepts, aims and goals, policies, and problems and issues. The
already large and complex study had omitted some of the important aspects
of UBE, such as the contents and quality aspects of classroom teaching and
learning. These aspects certainly provide important areas for further study.

2.

Focus on Informal, Non-Formal and Private Systems and Processes of
UBE: this thesis focused mainly on the formal concept of UBE which was
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based on the adopted BES component of the PNGNES. Other important
aspects of UBE which usually were provided through informal, non-formal
and private systems and processes of basic education could not be included
within the available time and resources for this already large and complex
study. These aspects also provide important areas for further study.

In addition, the design and conduct of the Phase-2 component of this thesis was
seriously marred by certain macro-level PNG events and conditions. These were:
1.

Limits in Selecting and Using Single Random Sampling Methods: within
the boundaries of the very diverse, dispersed and complex PNG contexts
the selection and use of simple random sampling methods were found to be
least applicable, especially with difficulties in gaining access to research
participants from isolated remote and rural PNG locations. This problem
was addressed through the selection and use of multiple random sampling
and multistage sampling methods especially in engaging the chosen sample
of primary and elementary teachers to participate in this study. Despite this,
the Researcher found it difficult to gain access to teachers from typical
remote isolated schools. This thesis therefore includes obtained data only
from primary and elementary teachers from typical sampled schools which
were located in urban, semi-urban/rural, and rural schools, but omitted the
use of typical remote schools.

2.

Limits of Unreliable Access to Communication Systems: the generally
limited and unreliable communication systems and networks in PNG
present daunting difficulties and challenges in the design and conduct of
large scale research involving schools and teachers. The problems
especially were found to be most severe with the use of postal surveys as
well as in further attempts to make and/or maintain telephone, email, and
fax contacts with the research respondents. This thesis instead obtained
face-to-face field-study data which was found to be a highly costly method.

3.

Complex and Unstable Macro-Level PNG Conditions: as alluded to
earlier, the design and conduct of Phase-2 of the study unfortunately was
severely affected by the events leading to, and the after-effects of, the PNG
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national general elections between 2001 and 2002. A brief summary
description of the ways in which the PNG election related events had
constrained the design and conduct of the Phase-2 component of the study,
is provided below. These conditions were:
(i)

the ruling political party in national GOPNG had approved in the
November 2000 session of the National Parliament the National
Budget for 2001. In the budget, the Government allocated a total
amount of 150 million PNG Kina toward its declared ‘Free
Education Policy’ from elementary to grade 12 levels of education.
This policy then became the ruling government’s political
campaign strategy for the 2002 PNG national general elections;

(ii)

in following the mood of the government at the time, the
Researcher with approval of PNGDOE, began this study in 2001
focusing on the topic: ‘Implementing Free and Compulsory
Universal Basic Education Policy in PNG’. This was the dominant
theme in the design and conduct of Phase-1 of the study in 2001;

(iii)

the after-effects following the results of the general in August
2002, saw the defeat of the former ruling political party in the
national GOPNG, despite its strong political campaigns on the free
education policy. The new Government upon taking office had
abolished the free education policy and instead re-introduced the
previous user-pay policy. It argued strongly that, although it
supported the free education policy in principle, PNG in its
depressed economic conditions did not have the financial capacity
nor the resources to adequately fund and sustain the policy;

(iv)

in the midst of these events, the Researcher was first of all
informed by the PNGDOE to make preparations to return home in
December, 2002 due to lack of funding for continued sponsorship
beyond this time. It also became obvious that, as a result of the
change of government with subsequent change in policy, required
appropriate adjustments or shifts in the focus and design of the
thesis. Some of the reasons behind the shifts were:
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the very tense and unstable social, political, financial and
administrative situations in PNG at the time in 2002 also
seriously affected the education administrators, teachers and
schools. The Researcher therefore had to be extremely
sensitive and cautions in approaches taken in the design and
conduct of Phase-2 of the study;



the issue of free education was now a politically defeated and
a rejected policy both through the ballot process and by the
new GOPNG. Because of these, it was sensitively important
that any references to the term ‘free’ education had to be
dropped from the Phase-Two data collection instruments; and



the Researcher, as a key senior government official on
educational policy issues, could not proceed with advocating
or seen to be promoting a politically and financially rejected
policy, especially as a matter of principle of loyalty to the
ruling government.

In the face of these events, which were well beyond the boundaries of the study and
this Researcher, the following alterations were made in the focus, design and
conduct of Phase-2 of the study. These were:
1.

Alteration to Thesis Focus and Design: the research topic was slightly
changed from its initial focus on Implementing Free and Compulsory UBE
in PNG to a more broad focus on ‘Educational Policy Issues: Implementing
UBE in PNG’. This change more broadly included other relevant and
related problems and factors associated with implementing and improving
educational policy and UBE within the PNG contexts. The change in
particular included aspects of UBE related concepts, aims and goals,
policies, and problems and issues some of which were not part of the
original research plans;

2.

Alteration to Free Education Policy: the issue and emphasis on the term
‘free’ education was altered to use the more friendly term ‘full-funded’ or
‘part-funded’ UBE, especially through the design of the Phase-2 survey
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questionnaire. This study argues for a strategically defined, planned, and
implemented ‘fully-stated funded’ (or tuition fee free) UBE policy rather
than the previously unplanned, ill-defined and politically motivated free
education policies which had short-lived and failed;
3.

Alteration to Sampling Design: the successful initial Phase-1 sampling
design, especially involving the chosen groups of primary and elementary
teachers, was dramatically changed due to lack of GOPNG research funding
to conduct Phase-2 component of the study. Consequently, a significantly
reduced sample was used involving the limited chosen sample of primary
teachers only from schools in NCD and Central Province. The postal
method, which was used earlier in Phase-1, was again found to be least
successful.

These experiences therefore show that complex large system-wide educational
research can be seriously undermined by complex and unstable macro-level PNG
societal systems and conditions which also can prove to be costly with certain
degree of cultural sensitive, social and ethical risks, and difficulties with elements
of research design.

1.10 ETHICAL CONSIDERATIONS
Social research including education research involves dealing with people and
groups, asking questions, observing their behaviour, and collecting other
information about them. All of these dealings raise ethical or moral issues
(Popham, 1993:357). This thesis contains invaluable range and depth of enriching
research knowledge and information obtained from the chosen population of
practising PNG senior education administrators and sampled teachers about
educational policy and UBE in the PNG contexts.
The following moral and ethical measures therefore were observed in order to elicit
the support and cooperation from the research participants in the conduct of this
study. These were:
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1.

Research Proposal Presentation and Approval: the Researcher
developed, presented and submitted two sets of Research Proposals (one for
each phase of the study) which were approved by the UOW Research
Ethics Committee and the PNGDOE Research and Evaluation Committee.
These approvals were obtained prior to conducting the field-study
components of each phase of the study.

2.

Participant’s Research Information Sheet and Invitation to Participate:
the following important sets of materials and information about the study
were provided in order to appropriately inform, invite, and gain the
cooperation of the research participants. These were:
(i)

the sets of written correspondence to the PNGDOE Secretary for
Education seeking approval to conduct the research in selected
provinces and schools and the involvement of teachers;

(ii)

the sets of written correspondence to the divisional heads of
education in each of the selected provinces seeking their approval to
conduct the study in the selected schools and teachers;

(iii) the two sets of questionnaire instruments in each phase of the study;
(iv)

the sets of correspondences to each research respondent seeking
their assistance to participate in the study, anonymity of their
involvement, and their rights to withdraw at any time during the
course of the study;

(v)

the copies of the sets of Research Information Sheet explaining the
purpose, aims, and background to the study which was given to each
research participant along with the questionnaire;

3.

Administrative Protocols: during the field-study in PNG, the Researcher
consciously followed established protocols in providing short face-to-face
contacts and briefings about the study. In each field-visit, for example, the
Researcher had short briefings with the Secretary for Education and
meetings with the senior management team both at PNGDOE headquarters
as well as with the senior education administrators from the provinces.
These meetings were significantly important not only to inform the research
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participants about the study, but as well to seek their views, support, and
involvement in the research process. The consistent support and
involvement of the senior education administrators is particularly evident in
the study.

1.11 ORGANISATION AND STRUCTURE OF THE THESIS
The organization and structure of this thesis is constituted as Six Chapters. This
initial Chapter has provided the overview summary of the presentation of the
thesis. It has especially focused on the background of the research problem, defined
the concept and goals of UBE, and an outline of the purpose and objectives of the
study, research questions, participants, and the series of chosen and adopted
research design elements of the Two-Phased Research Design, the Integrated
Policy Analysis Process, and the IEPIIM for PNG. These were followed by a
preview of the significance and limitations and the ethical considerations
associated with this study.
The detailed review and discussions about the literature on the present and past
problems, trends and situations in implementing educational policy and UBE in the
PNG contexts is provided in Chapter Two. The review begins with the description
of the macro-level PNG societal contexts including its geography, history, social,
political and economic systems and conditions. This then is followed by a
description of the development of key patterns of educational policy themes, issues,
and strategies in a historical context with a special focus on chosen aspects relating
to UBE. The review further includes the current stated UBE related concepts,
policies and practices within the PNGSS based upon the ongoing education reforms
and the NEP 1995-2004. The review then is logically linked with related education
literature from selected developing countries in which alternative concepts, forms,
and systems of UBE are explored and discussed.
The detailed description regarding the chosen aspects of Research Methodology
used in the design and conduct of this thesis is provided in Chapter Three. This
Chapter is organized into three parts, in which part one discusses the design
elements of the adopted Two-Phased Mixed-Methods Inquiry Strategy and parts
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two and three strategically focus on the application of the chosen qualitative and
quantitative research methods employed in each phase of the study.
The results and associated discussions are presented through two Chapters, which
report on the research results and findings consistent with the adopted Two-Phased
Research Model. The detailed analysis and discussions of the Phase-1 research
results and findings are provided in Chapter Four, whilst Chapter Five contains the
Phase-2 research results and findings. Chapter Six then provides the summary,
recommendations, conclusions and implications for further study.
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CHAPTER TWO: LITERATURE REVIEW
2.1

INTRODUCTION

This thesis involves a large PNG education system-wide study conducted in diverse
and complex naturalistic PNG settings. It provides an exploratory analysis of the
current and past performances in implementing the GOPNG’s educational policies
and practices on UBE and then tests and recommends future propositions for
improving the situation within PNGSS. Consistent with these multiple, diverse and
complex practical contexts the thesis further employed a multiparadigm approach
(Gioia and Pitre, 1990) drawing from and integrating various conceptual,
theoretical, and methodological assumptions and sources.
Emerging from these is the development and testing of a unique research-based
model called the IEPIIRP for a developing country context which, as explained in
Chapter One, provides one significant contribution of this thesis. The design
elements of this model were based on a Two-Phased Mixed-Methods Inquiry
Strategy with chosen aspects drawn from Dunn’s (1994) Integrated Policy Analysis
Process.
Accordingly, this Chapter is presented in Three Parts. In Part One, it reviews the
current and past educational policy problems and status in implementing the
GOPNG’s policy goal(s) on UBE in PNG. Part Two then provides an analysis of
educational policy and UBE improvement initiatives and strategies drawn from
relevant examples from selected developing countries and international
conventions. An integrated synthesis is made in Part Three to identify the emerging
key educational policy and UBE related concepts, goals, policies, themes and
issues in order to provide a conceptual and theoretical framework obtained from
the literature review process. Following this sequence, a description of the ‘the
Integrated UBE Implementation and Improvement Policy Analysis Process' is
made along with the theoretical bases used to develop the research design
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framework of the Two-Phased Mixed-Methods Research Strategy developed for
this study.

2.2 PART ONE: CURRENT EDUCATIONAL POLICY
DEVELOPMENT AND IMPLEMENTATION IN PNG
1.1.11 2.2.1

Introduction

The Phase-1 component of the thesis provides an exploratory analysis of the
current and past educational policy problems and status in implementing the
GOPNG’s policy goals and practices on UBE within the PNGSS.
This Sub-Section therefore provides an analysis of the current GOPNG’s aims and
goals of education in PNG, the macro-level aspects of PNG’s history, geography,
social, political, and economic contexts, the evolving key educational policy
themes and issues, the current organizational systems and structures within which
educational policy and UBE are being managed and implemented, and the specific
UBE policies and strategies adopted.

1.1.12 2.2.2

Aims and Goals of the PNG National Education System

A major focus of this study is to explore and assess the current aspects of
educational policy goals and problems of implementing UBE in PNG, and test and
determine relevant and appropriate future improvement policy alternatives.
Because of this, a ‘goal-oriented analysis approach’ (Dunn, 1994, Nagel, 1992) is
taken. This approach not only enables "the policy analyst to locate and define
sources of current policy goals and problems, but as well, provides an appropriate
link for forecasting future policy alternatives" (Dunn, 2003: 135-137).
In this context, educational policy and UBE aims and goals are determined by at
least four sources of macro-level PNG’s political and legal instruments. These are:
(i) the National Constitution of PNG’s enacted set of National Development Aims
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and Goals which were adopted at Independence in 1975; (ii) the philosophy of
‘Integral Human Development’ which was adopted through the Ministerial
Committee on the Philosophy of Education for PNG Report (1986); (iii) the
Organic Law on Provincial Governments and Local-Level Governments (1995);
and (iv) the Education (Amendment) Act (1995).
For example, it is usually a legal and political expectation that educational
programs and activities embody elements of the National PNG Constitution Aims
and Goals. Because of this requirement, the following set of Five National Goals
and Directive Principles are outlined and these are: (i) Integral Human
Development (IHD); (ii) Equality and Participation; (iii) National Sovereignty and
Self-Reliance; (iv) Natural Resources and Environment; and (v) the PNG Ways.
Consistent with this, the first and foremost “priority goal of education now in PNG
is ‘Integral Human Development’ (IHD) (Matane, 1986, DOE, 1991 and 1997).
This goal is based on the first National Goal of the PNG Constitution and therefore
directs all educational policy, programs and activities within the PNGNES. The
determination of this goal basically arose from an intervention by the GOPNG
following wide-spread public criticisms about the “low quality and relevance of
education” that was offered in the 1970s and 1980s (DOE, 1991, Matane, 1986,
Kenehe, 1981).
The goal of integral human development, as was obtained from the PNG National
Constitution, is defined in these words as:

This philosophy is for every person to be dynamically involved in the
process of freeing himself or herself from very form of domination and
oppression so that each individual will have the opportunity to develop
as an integrated person in relationship to others. This means that
education must aim for integrating and maximizing: socialization,
participation, liberation and equality (Matane, 1986:6).
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The role of education, as is emphasized in this definition, is to integrate the rich
and important aspects of PNG’s cultures and values with the introduced Western
knowledge and values, based on the principles of socialization, participation,
liberation, and equality. A brief explanation about each principle, especially in
relation to goals and functions of the PNGNES, is now provided.
1.

Socialisation: Refers especially to processes of social relationships, which
in the PNG traditional contexts, are based on the Melanesian traditions and
forms of communal sharing, dialogue and respect. These are based on the
extended family, village, wantoks (or special bonding or friendship),
provinces and the nation. This goal requires the education system to place
emphasis on the teaching and promotion of social skills, morals and ethics,
and local vernacular languages and integrate teaching activities based on the
local environment.

2.

Participation: Refers to a process of social interaction based on the
Melanesian principles of communal sharing, caring, and reciprocity. The
process requires each individual to be motivated and encouraged to develop
a sense of obligation and the opportunity to contribute to social and national
development. This goal requires the education system to place emphasis on
the teaching of problem-solving skills and to encourage individual and
group processes and participation towards the benefit of the common good.

3.

Liberation: Involves the process of identifying the nature and causes of
oppression, judging appropriate action to relieve oppression and initiating
action, with others, to remove or reduce the source of oppression. This goal
requires the education system to provide and encourage skills and attitudes
that lead to a sense of worth, dignity, and morals and ethics of both self and
social responsibility.

4.

Equality: Means that every citizen has the opportunity to take part in the
spiritual, social, physical, economic and political life of the country. This
implies taking positive steps to identify disadvantaged groups and to
attempt to redress the inequalities by adopting the principle of giving first
priority to the disadvantaged. Equality however does not mean that all
persons must be treated in the same way because individuals differ in their
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needs and capacities. This therefore means that the education system should
serve the needs of the disadvantaged before supplementing its services to
more advantaged groups.
Consistent with these, the Education Act (1995) currently regulates the overall
aims, purposes, functions and responsibilities for the administration of the
PNGNES. It is also within these requirements that the PNG education reform goals
and strategies have been developed and are currently being implemented
throughout the country.

1.1.13 2.2.3

National PNG Government Education Reform Goals

The current problems and status of implementing the education reform goals on
UBE is a major focus of this study. Because of this, and the need to provide the
logical linkages between the UBE goals and strategies, the PNGER, and the PNG
societal requirements are addressed next.
PNG has been implementing a major PNGERP since 1993. This program, which
includes a comprehensive restructure of the education system and curriculum
reforms, are based on the GOPNG’s “education reform goals to address the issues
of: (i) access, retention, equity, quality, cost-effectiveness, and system efficiency”
(DOE, 1991 and 1995).
The reforms initially were instigated by the Ministerial Committee on the
Philosophy of Education for PNG Report (1986) which had adopted the goal of
IHD. This process was later made more prominent by the PNG’s commitment to
the 1990 Jomtien ‘Education for All’ protocol.

Consequently, PNG with the

support of UNDP and UNESCO, had adopted these set of education reform goals,
which are documented through the PNG Education Sector Study (1991) and the
NEP 1995-2004. These documents are among the key sources of data on UBE
goals, policies and strategies required for this study.

32

The following is a brief description of the GOPNG’s education reform goals and
strategies which currently are being implemented across the country. These are:
(i)

Access: Refers to “the ability to obtain educational services” (AusAID,
2000:5). In the context of the diverse and complex macro-level PNG
societal systems and conditions, the goal of access refers more specifically
to “the availability of space and opportunities for children to enrol in
schools within the PNGNES” (DOE, 1991 and 1997).

(ii)

Retention: Refers to “the ability to keep and retain all children who, once
enrolled in schools, to successfully complete the requirements of basic
schooling” (DOE, 1995 and 2003). The problem of continuing poor
retention or high drop-out rates remains the single biggest threat toward
achieving UBE in PNG. The magnitude of this problem, for example, is
given by the fact that, despite to education reform efforts, “almost half the
students who start grade 1 drop-out before completing grade 6” (DOE,
2003, 1995 and 1991). This is among the critical issues that is addressed by
this study.

(iii)

Equity: Refers to “having a fair opportunity to participate successfully in
education’ (AusAID, 2001:5). In the PNG context, it is mainly used in
reference to the principles of ‘equality and participation’. Generally, the
problems with gender inequity and wide disparities between the rich and
poor and between urban and rural populations are highly contentious
macro-level social issues that challenges PNG as a society to address. This
study especially focuses on the policy goals and strategies in which
inequities in education and in particular UBE can be improved.

(iv)

Quality: Refers to “a range of key measures or inputs taken by an education
system to improve the quality of education especially in terms of the
teaching and learning processes by targeting improvements in teacher
preparation, curriculum design, and student assessment” (World Bank,
1998:16). Due to time and resource limitations, this thesis study was unable
to address aspects related to ‘quality’ and ‘contents’ of UBE. It only makes
some references to policy related issues, such as on administrative and
logistics aspects on curriculum and teachers.
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(v)

Cost-Effectiveness: Refers to issues related to ‘cost savings' and ‘cost
recovery’ strategies which were adopted in implementing the PNGERP.
Some of the key cost saving strategies that were adopted for example
included: shared responsibility, rationalization of teacher salary structure,
appointments and deployment, localization, and commercialisation. In
terms of cost recovery measures, these for example included: user-pay and
charging of fees, self-reliance, and consolidation and rationalization of
institutions. The extent to which these range of strategies have been
successfully implemented certainly provides an important area for further
study, which was too large an area to be covered by this study.

(vi)

System Efficiency: Refers to the ways and means by which to improve the
system of education at the lowest cost possible, while at the same time to
successfully achieve intended results. For example, “education in PNG is
often characterized as a high cost system with low levels of internal
efficiency” (World Bank, 1998:25). This is partly because of the scattered
and diverse population and difficult transport and communications. It is also
due to low level of internal system capacity, structures and resources. In
order to improve these areas, the following reform strategies for example
were adopted, which included: “improve student attrition and teacher
deployment, and strengthening management and institutional capacity”
(World Bank, 1998, DOE, 1991 and1995). The extent to which these range
of strategies have been successfully implemented certainly provides an
important area for further study, which also was a large area that could not
be covered within the time and resources available to this study.
It is within these framework that the formal concept, system, and goals and
policies on UBE were defined, developed and are now being implemented
throughout the PNG school system, and which also provide the basis for
this study.
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2.2.3.1 Concept and Goal of Universal Basic Education in PNG
As explained earlier, successive PNG governments since independence, have
“interpreted and implemented the goal of UBE in various forms and ways which
has proven to be amongst the most difficult to implement within PNGSS”
(National Constitution Planning Committee Report, 1974, National Education
Strategy, 1979, Matane, 1986, DOE, 2003, 1997 and 1991).
Some clarification is made in this analysis because of the current contentions
between the terms universal primary education and universal basic education, both
within the PNG education literature, their usage within the PNGNES, and through
this study.
The term Universal Primary Education (UPE) is the more popular term used in the
PNGNES and related literature because of its institutionalized usage through the
previous Community School System in the 1970s and 1980s. This system, which
had defined the boundaries of UPE, provided “provision of 6 years of access to
basic education for all children aged 7 to 12 years old from grades 1 to 6 ”
(National Education Strategy, 1979, DOE, 1991). The main components of UPE as
defined in various NDOE planning documents include:
(i)

to achieve access in which all children at age 6 enter school;

(ii)

to achieve retention in which all children, once enrolled at school in grade
1, remain and complete grade 6 level of basic education; and

(iii)

to achieve quality in which all children satisfactorily attain a basic level of
literacy and numeracy skills at the completion of the community school
level of education.

This system however was beset with major weaknesses especially related to
“irrelevant curriculum and low quality of education” (DOE, 1991, Matane, 1986,
Kenehe, 1981). Consequently, under the PNGERP of the 1990s, this system was
replaced by the present BES, which now defines the concept of UBE adopted by
this study.
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It needs to be noted that some features of UPE continue to be used in some
provinces to the present time-which is why it is relevant to review it as part of this
study. Further, the particular meaning and components of UBE adopted by this
thesis were defined earlier in Chapter One and this particular analysis only outlines
some of the different held views between the two concepts. These differences are:
(i)

the focus of UPE in the previous Community School System included
provision of 6 years of basic education for the age groups 7 to 12 years old
from grades 1 to 6. The main goals of UPE were: access, retention, and
quality.

(ii)

the focus of UBE in this thesis, which is obtained from the present Basic
Education System, includes the provision of 9 years of basic education for
the age groups 6 to 14 years through 3 years of Elementary Education from
Prep and grades 1 and 2, and 6 years of Primary Education from grades 3 to
8. The main goals of UBE now include: access, retention, quality, and
equity.

(iii)

the issue of equity was not amongst the goals of UPE, but is now included
amongst the important goals of UBE particularly for the purposes of this
study.

It also needs to be noted further that for the specific purposes of this study, the term
UBE is used only in the context of the formal structure of the BES and therefore
does not include aspects of both informal, non-formal and privately provided forms
of basic education.

2.2.3.2 Defining Other Key Educational Policy Concepts and Themes
The reviewed literature on educational policy and UBE in PNG revealed other
multiple and complex range of policy goals and themes. Those specifically selected
as important to this study are defined as follows in their alphabetical order.
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Basic Education: Refers to “a base or a foundation for acquiring essential
‘learning tools’ (such as literacy and numeracy) and basic ‘learning contents’
(knowledge, skills, values, and attitudes) required by all human beings in order to
live, work, survive, and develop and improve their capacities to make informed
decisions and to continue learning” (Ahmed and Carron, 1989, CIDA, 2001). The
institutional settings which facilitate basic education include pre-school,
elementary, primary and vocational formal learning.
Blending of Cultures: Refers to a particular form of “formal education that should
be adapted to the mentality, aptitudes, occupations and traditions of the various
peoples, conserving as far as possible all sound and healthy elements in the fabric
of their social life, adapting them where necessary to changing circumstances and
progressive ideas, as an agent of natural growth and evolution” (Smith, 1987:176).
This is an important educational policy theme that was adopted by the Colonial
Administration of the combined Territory of PNG after World War Two in the
Pacific in 1946.
Decentralisation: Refers to “a process in which subordinate levels of a hierarchy
are authorized by a higher body to take decisions about the use of the
organisation’s resources” (Bray, 1984). Decentralisation involves 3 aspects: (i)
delegation – refers to greater degree of decision making at the local levels, but
overall powers still remain with the central authority; (ii) devolution – is the most
decentralized system, in which powers are formally transferred to local bodies; and
(iii) deconcentration – refers to an arrangement in which the central authority
establishes field units and merely extends its powers and improves supervision.
Decentralised Education System: Refers specifically to the form of decentralized
PNGES in which all political, administrative and financial powers in relation to
elementary, primary, secondary and vocational and technical education, except
curriculum are now devolved functions of provincial and local levels of
governments under the 1995 Organic Law on Provincial Governments and LocalLevel Governments (OLPGLLG).
Education For All: Is used mainly to especially emphasized the international
commitments on attaining the goals of universal primary education and universal
literacy and numeracy to people of all ages including the most vulnerable and
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disadvantaged children based upon the 1990 Jomtien and Dakar 2000 World
Declaration on Education For All. PNG is among the signatories to this
international commitment.
Educational Policy: Is generally "concerned with educational organizations and
schools (Prunty, 1984) who are "committed to the maintenance, transmission and
recreation of culture and formal knowledge” (Bates, 1982), which are “transmitted
in schools through the message systems of curriculum, pedagogy, and evaluation”
(Bernstein, 1971). It further “steers the conduct and conditions of teachers, students
and the operations of public schools” (Taylor et al., 1997).
Elite Education: the term elitism is defined by Latukefu (1985:31) as “a group of
persons who in any society hold positions of eminence”. However, in terms of its
practical usage as found in the related PNG education literature, the term ‘elite
education’ refers to “any form of post-primary education including secondary and
tertiary levels of education” (Smith 1987, Bray and Smith, 1985, Thomas, 1976).
Integrated Policy Analysis Process: Refers to “a comprehensive form of policy
analysis which is concerned with the production and transforming of information
both before and after policy actions have been taken” (Dunn, 1994: 79). This form
of analysis not only combines and links with both the prospective and retrospective
policy analysis processes, but as well continuously produces and transforms policyrelevant information over time.
Methodology of Policy Analysis: Refers to “a process of inquiry designed to
discover solutions to practical problems through probing, investigating, or
searching for solutions. It is based on scientific methods as well as a combination
of ordinary, common-sense knowing, and specialized forms of knowing associated
with the sciences, professions, and humanities” (Dunn, 2003:2).
Policy Analysis: Refers to “a process of multidisciplinary inquiry designed to
create, critically assess, and communicate information that is useful in
understanding and improving policies” (Dunn, 2003:2).
Policy Implementation: Refers to “a complex process by which the broad
statement of public policy, including goals, objectives, and rough means are
transferred into specific actions” (Brewer and deLeon, 1983:256).
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Relevant Education: Is used and defined in the PNG context as “an education
which strengthens citizens identifications with, rather than alienation form, their
own communities through a strong emphasizes on the teaching of relevant and
appropriate attitudes, knowledge and skills related to the needs of the community”
(Matane, 1986, DOE, 1991 and 1995).
Unified National Education System: Refers specifically to the Unified National
Education System of PNG which was created through the 1970 Education
Ordinance in which both the government schools and church schools were brought
together and have since been administered by the Ministry of Education and the
Department of Education. This means that all systems schools adhere to a common
national policy criteria on curriculum, examinations, standards, certification,
registration, inspections, teacher training, and teachers terms and conditions of
employment.

2.2.3.3 Summary
This goal-oriented analysis shows that determination of educational policy aims,
goals, and strategies do not just emerge, nor can they be developed and
implemented independently without taking account of broad and dynamic external
forces. This view is consistent with the literature which indicates that “educational
policy flows from, rather than precedes, determination of other policies, and it is
more effective when it is part of an overall, well-defined government philosophy”
(McKinnon, 1976:189). Consistent with this, PNG as a country, now implements
the principle of IHD as its first and foremost priority goal of education
development in PNG and in particular UBE.
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1.1.14 2.2.4

Macro-Level PNG Societal Systems and Conditions

Papua New Guinea is geographically, culturally, ethnically, and linguistically a
very diverse and complex society. These conditions are further constrained by the
introduced Western forms of social, political, and economic systems and structures
which the country had inherited at independence from the former colonial regimes.
Accordingly, some of the key aspects that impact upon the implementation of
educational policy and UBE are now analysed and discussed following.

2.2.4.1 The Geography of PNG
Papua New Guinea is comprised of over 600 islands but 85 per cent of its 463,000
square kilometre land mass is on the mainland. The land mass is largely covered
by rugged mountainous terrains, dense forests, fast flowing rivers, steep valleys
and swampy coastal plains (GOPNGPNG, 1981:6) with 75 per cent of this covered
by rainforest and only 5 per cent is suitable for large-scale cultivation. These
therefore account for the very sparsely populated small tribal groups, 85% of whom
continue to live in small villages and hamlets in the rural and remote parts of the
country. The rugged terrains further create problems of general lack of, or highly
costly, public transport and communication systems, especially in the rural and
remote parts of the country. These characteristics in turn affect the provision of
basic services such as education and certainly make the implementation of UBE
much more difficult.
The land is the ‘root of culture and source of existence’ (GOPNG, 1980, Narakobi,
1983, Samana 1988) for some 85 per cent of the rural population. It is owned by
individuals and ethnic tribal groups, and contains abundant quantities of natural
resources including agriculture products, timber, fisheries, copper, gold, oil and
natural gas. However, development of these resources often have been severely
hindered by problems associated with ownership of land, which usually result in
social conflicts and claims for compensation. Consequently, these problems, which
are typical of a developing country, have seriously prevented developmental
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progress in PNG. For example, the establishment of public infrastructure including
building, maintenance and expansions of schools have been severely affected by
land ownership related issues.

2.2.4.2 The Historical Context
Papua New Guinea is among the Melanesian countries of the South Pacific. Before
colonization, a common characteristic of the Melanesian tribe is “an ethnic entity,
consisting of many autonomous kinship groups made up of small villages or a
series of local hamlets, each is similar in organization, is economically selfgoverning, and is equal to others in political status” (Sahlins 1968:160). Many of
the rural communities continue to maintain these characteristics in the present day
situations.
With colonization in 1828 the western half of the island of New Guinea became a
Dutch possession known as Irian Jaya which is now part of Indonesia. The northern
quarter of the eastern half of the island (German New Guinea) was colonized by
Germany in 1884. Papua (the southern quarter) was annexed by the Government of
Queensland in 1883, and subsequently became a British Protectorate in 1884, a
Crown Colony in 1888 and an Australian Colony in 1906. Following the
declaration of World War 1 German New Guinea was captured by Australian
armed forces in 1914 and administered as a League of Nations Mandated Territory
from 1921 and later as a United Nations Trust Territory, but administered by
Australia. The two sections became one administrative unit known as the Territory
of Papua and New Guinea after the Second World War in 1946 and later gained
self-government in 1973 and independence in 1975.
These different historical settings have led to many enduring attitudes and
practices, which, as will be further noted through the discussions on educational
policy during this period, have contributed to widely varied education development
patterns across the country-especially at the Province level. These variations
continue to provide important challenges in the provision of equitable basic
education services that is required of the PNGNES.
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2.2.4.3 The Social Context
The ethnic and cultural composition of the country is one of the most diverse in the
world, with the different tribal groups speaking more than 800 languages. Motu,
Melanesian Pidgin (Tok Pisin) and English are the national languages. While
English remains the official language of instruction at secondary schools and
higher levels of education local vernacular (or tok ples) is increasingly used in
elementary and lower primary grades.
According to the latest PNG National Census Report (2000), the country has a
population of about 5.2 million people with an annual growth rate of 2.7%, which
is amongst the highest in the world. Some 45% of these are under the age of 15,
making it a relatively young population. The population density is only 7.5 persons
per square kilometre, one of the lowest in the world. However, these basic trends
are masked by some of the worst mortality rates including infant mortality at 54 per
1,000 births, maternal mortality at 7 per 1,000 live births and life expectancy at
births is estimated to be around 58. Although the urban population is about 15%
there has been considerable urban drift at a rate of some 4.5% annually since the
1980s. This thus has resulted in a significant number of landless youths in the cities
who have become alienated from their village traditional cultures.
This analysis generally has shown the existence of serious social inequities
resulting from PNG’s relatively young and increasing high population growth rate,
which if not controlled, has the potential to develop into much more serious social
problems of a major kind. For example, the high population growth rates has
serious implications on both access and absorption capacity of the education
system to sustain related issues, such as establishment of schools, enrolments,
availability of space, and pupil teacher ratio, all of which require public financing.
The available evidence suggests that the present education system is struggling to
sustain these pressures in addition to the expectations for it to provide quality basic
education for all its citizens. It is therefore necessary that PNG as a nation needs to
seriously investigate and determine universally feasible and acceptable social
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policies and strategies to appropriately address the growing social and cultural
inequalities, and access to UBE is a subset issue of this more general problem.

2.2.4.4 The Economic Context
Papua New Guinea has grown extremely rapidly by any realistic standard since
independence (Bird 1989:146). However, the basic problem is that “it inherited
from the colonial regime a level and structure of public sector activities that are
unsustainable, even from its richness of natural resources” (Bird, 1989, Baloiloi,
1999, Hunt et al.,1999). Additionally, “there is a gross mismatch between its
taxation system, which is heavily concentrated on a relatively small formal
economic sector, and its level of expenditure that is unevenly distributed” (Bird
1989, Hunt et al 1999, Manning 1999). The "result of this uneven distribution is
skewed heavily to the benefits of a “rich few” while poverty levels for the majority
of the population are rapidly on the increase, particularly those in the rural and
remote areas of the country (World Bank, 1997, O’Collins, 1999).
Consequently, PNG is classified by the World Bank as “a low middle-income
country, with an estimated per capita GDP of US$2,654 in 1997” (UNDP, 1999,
World Bank, 1998). This figure is highly sensitive to the vagaries of the mining
and petroleum sectors and is skewed towards the urban areas. As a country, PNG
performs poorly on its human development index, which in 1997 was 0.570 on a
scale of zero to one. On this index, PNG was ranked 129 out of 174 countries. This
suggests that PNG has failed to translate its relatively high per capita income into a
comparable level of human development, which remain low in comparison to many
low-income and lower middle-income countries. This is attributed to a combination
of a low health and educational status amongst the majority of the population.
This analysis shows that although PNG is a resource rich country it continues to
perform poorly especially in terms of its low health and educational status. This
problem, on the one hand, implies a general lack of understanding or concern about
the social and economic values of investing in education, especially on UBE. On
the other hand, the country lacks capacity and commitments within its political
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structure and the PNGNES to provide leadership in effectively addressing the
GOPNG's long-standing well-intended goals on UBE.

2.2.4.5 The Political Context
In efforts to find a more suitable form of Parliamentary democracy PNG has
created a highly decentralised and autonomous systems of provincial, district, and
local levels of governments. The scope and complexity involved in managing such
a large, but separately small and autonomous province (or smaller) based political
and bureaucratic institutions is indicated by the following figures. There are 20
provincial governments, 89 district administrative units, 284 local-level
governments and 5,747 ward councillors. Consequently, the already struggling
PNG’s economy is now considered unable to adequately support and sustain the
operations of these small autonomous institutions. These has further resulted in
wide disparities within and among provinces and, to a large degree, many
provinces continue to rely on the national government for funding and sustaining
their operations.
This system has brought serious social, financial, and administrative inequities and
weaknesses which continue to impact poorly on the level and quality of delivery of
basic education services throughout the country. Some of those education related
aspects will be discussed later in relevant sections of the thesis.

2.2.4.6 Summary
PNG is geographically, culturally, ethnically, and linguistically amongst the most
diverse, dispersed, and difficult countries in the world. Therefore, as an
independent nation, the country on the hand places great importance on the values
of maintaining and sustaining its rich and diverse national heritage. On the other
hand, as a contemporary society, it continues to struggle in sustaining appropriate
standards and levels of introduced Western systems and structures of modern
public sector activities it had inherited from the colonial regime. The overall
implications brought about by these social inequities and depressed economic
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conditions are that the country continues to perform poorly on its health and
educational status, whilst the poverty levels among the majority of the population
are on the increase. In the face of these realities, financing of education in PNG has
remained unchanged for some time, while the public schools continue to sustain
their own operations largely through imposed school fees paid by parents.
This analysis therefore is consistent with the related literature view that
“educational policy and planning cannot operate independently, nor can it
determine the course of social, political and economic changes” (Bacchus, 1987:5).
Instead, in the words of McKinnon (1975:189), “educational policy flows from,
rather than precedes determination of other policies, and it is more effective when
it is part of an overall, well-defined government philosophy”. It is within these
realities that this study has been designed to explore the current and past
educational policy problems and performances in implementing UBE in PNG and
then to determine best ways of improving the situation in the future.

1.1.15 2.2.5

Educational Policy Development in PNG

Formal Western forms of schooling were only introduced in some coastal parts of
PNG in the early 1870s which followed with the establishment of the first
elementary schools by the Christian missions. The review undertaken of the related
literature on educational policy development in PNG therefore scanned the periods
between 1870s to the present time.
This approach to the review process adopts an analytical view of the term
educational policy as “any analysis of changes, reforms or developments in
education taking account of the role of states and governments in the formation,
implementation and monitoring of policy” (Deem and Brehony 2000:193).
However, for the specific purposes of brevity in reporting this thesis study, this
review focuses mainly on providing an overview of the key educational policy
themes and issues which have evolved over time in the PNG contexts. Because of
this, the material is organized and presented around the following key periods with
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related policy themes and the literature sources as developed and integrated by this
Researcher.

Table 2.1: Summary of Chronological Outline Eras of Key PNG Educational Policy
Themes 1870s – 2000
PNG Literature Sources
Period
Key Educational Policy Themes
Smith, G. (1975)
1. Civilising Role of Formal Schooling
1. 1870s -1940
Thomas, E. B. (1976).
2. Blending of Cultures
2. 1940 – 1949
Dickson, D.J. (1976)
McKinnon (1976)
3. Unity with Missions
Bray, M. (1984)
4. Universal Primary Education
3. 1950 - 1959
Bray, M. and Smith, P. (1985)
5. Dual Education System
Smith, P. (1987)
Bacchus, K. (1987)
6. Elitism and Expansion
4. 1960 - 1969
Education Ordinance (1970)
7. Unified National Education System
5. 1970 - 1979
National Planning Committee Report (1994)
8. National Constitution Aims and Goals
Department of Education (1985)
National Education Strategy (1979)
9. Community-Based Education
Matane (1986)
10. Integral Human Development
6. 1980 - 1989
PNG Educator Sector Study (1991)
11. PNG Education Reform Policy
7. 1990– 2000
National Education Plan 1995-2004

2.2.5.1 Development Trends in Educational Policy in PNG
This chronological outline provides a logical guide to assist in the process of
reviewing the related literature as well as a contribution by this Researcher to
provide an overview version of the educational eras which was developed for the
specific requirements of this study.
Generally, the process through which formal Western forms of education including
development and implementation of educational policy were significantly
influenced and shaped by the ways, interests and agendas of those who were in
authority. Some of the major trends revealed by various literature sources included
were:
(i)

the early stages of introducing Western forms and purposes of schooling
effectively were influenced by the various Christian missions, the British
and Australians in Papua, and the Germans in New Guinea to achieve their
own development interests and agendas;

(ii)

the external pressures from international conventions and sources in
educational changes which for example occurred during the 1950s and
1960s such as the policy on UPE in 1955 and secondary and tertiary
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education in the 1960s had stemmed from pressures applied by the UN
declaration on education as a human right issue in 1948;
(iii)

the pressures from within internal organisational weaknesses, failures,
and/or demands for changes in personnel, management processes, systems,
and resources. A particularly important example is the establishment of the
Unified National Education System of PNG through the 1970 Education
Ordinance in which both the government and mission schools were unified
under one education system in order to improve and sustain the processes of
managing an expanding school system in the 1970s and 1980s;

(iv)

the pressures from macro-level PNG societal legislative and political
changes, which for example emerged as a result of PNG’s adoption of its
National Constitution upon gaining independence in 1975, followed closely
by its adoption of the decentralised system of government through the
Organic Law on Provincial Governments in 1977 and later amended in
1995 to include provincial, district, and local-level governments;

(v)

the pressures exerted by macro-level PNG societal systems and conditions
in the design, development and implementation of educational policy. For
example, educational policy and in particular UBE are very much linked
with the macro-level cultural, social and economic issues such as diverse
cultures and ethnicity, poverty, health, population, and financing of
education. Problems of this nature therefore need to be universally
addressed rather than on piece-meal basis, or even to expect that education
alone can address and resolve these problems for the society;

(vi)

the importance of human and material resources in determining the
capacity and the success or lack of success in implementing educational
policy. In PNG, these problems are further constrained by the very diverse
and extremely difficult PNG societal conditions. These difficulties had for
example resulted in the generally slow progress that was made in providing
mass basic education and the lack of development of higher levels of
education prior to 1960s. These difficulties continue to provide significant
challenges for the PNGSS.
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As will be further discussed throughout this thesis that all of these forms of internal
and external pressures will continue to provide significant sources of change and
innovation in the development and implementation of educational policy in PNG.

2.2.5.2 Educational Policy on Basic Education in PNG 1870s – 1960s
The analysis of the reviewed literature revealed that the development of
educational policy between the periods 1870s to 1960 were focused mainly on the
provision of ‘basic education’ for the masses in PNG. The key elements of basic
education are concerned with acquiring of the ‘essential learning tools’ (literacy
and numeracy) and the ‘learning contents’ (knowledge, skills, values and attitudes)
through pre-school, elementary, primary and vocational institutions.
The first phase of development of formal Western education in PNG began with
the establishment of the first elementary schools by the Christian missions in 1873
and to the outbreak of World War Two in the Pacific in 1942. This process
according to the literature was largely in the hands of the early Christian missions
with little colonial administration involvement. The aims of missions therefore was
to “spread their religion by converting the heathen to Christianity and providing
basic schooling in the different vernacular languages in which pupils learnt to read
the Scriptures” (Smith, 1975, Thomas, 1976, Smith 1987). Therefore, by the end of
this period, “people in areas where there were mission schools were only literate in
their own languages” (Smith, 1987:81).
The literature review on key sources on PNG education’s history, as
chronologically described above, has been synthesized into a summary review and
is presented in a table format. The summary includes the identification of the series
of key educational policy themes and the related sources of authority, the main
goals, strategies and issues. This outlined below in Figure 2.1.
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Figure 2.1: Summary of Key Educational Policy Themes, Goals, Strategies and Issues in Basic Education in PNG 1870s-1960

Policy Theme
1. Introduction of
Formal Western
Schooling

Authority
1. Early Christian missions
2. Papua
 British & Australia
 Centralised administration
 Native Taxation Ordinance
3. New Guinea:
 German to 1914
 UN League of Nations
 Education Ordinance
 Native Taxation Ordinance

Goals
 vernacular and Christian
values
 compulsory English
 compulsory attendance
 technical learning





compulsory German
technical education
compulsory English
elementary, technical and
agriculture education

2. Blending of
Cultures

 Territory Administration
 Education Act 1946

3. Unity of Efforts
and Purpose with
the Missions
4. Universal Primary
Education

 Missions: vernacular and
Christian values
 Government: English,
vocational, broadcasting, and
agriculture

 Territory Administration
 Education Ordinance 1952

 gradual universal basic
education
 mass literacy

5. Dual Education
System

 P. Hasluck intervention 1955

 Universal Primary Education
 universal literacy in English
 teacher training
 technical training

6. Elitism and
Expansion

 Territory Administration
 UN Mission (Foot Report
1962)
 Australia (Currie Report
1964)

 Elite education
 secondary education
 tertiary education

Strategies
 village schools
Native Taxation Ordinance
 subsidy to missions
 no schools
 no plans
 1 elementary school in 1907
Education Ordinance 1922
 set up elementary, technical &
agriculture schools
 education tax
 subsidy to missions
Education Plan 1948-1953
 unity with missions
 village schools, area schools, &
higher training centres

Education Ordinance 1952
 state-mission cooperation
 education board & committees
 compulsory school registration
 grants to missions
Education Plan 1958
 Dual education system
 primary ŌA
Õand ŌTÕschools
 upgrading mission schools
 opening-up secondary schools
 establishment of:
 Higher Educ. Commission
 University of PNG
 University of Technology

Comments/Issues
 problems: finance, infrastructure,
isolation
 problems: no schools, no plans,
highly centralised, paternalistic
attitudes, dependent on missions
 more coordinated and progressive

 highly ambitious, flexible plan
 cooperation with missions
 blending of traditional and
Western cultures
 problems: finance, diverse needs,
infrastructure & teachers
 first legal and administrative
framework for education
 state and mission cooperation
 decisions by education boards
 Dual education system
 class system
 primary expansion
 mass closure of vernacular
school
 provision of secondary and
tertiary education
 emergence of PNG elites
 emergence of nationalism
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The second important period is marked by the realization after the Pacific War that
there were unique and important aspects of PNG’s diverse cultures and traditions
that needed to be natured and blended with the Western ideas and ways of life.
This, to an extent, helped in adopting ‘the Philosophy of Blending of Cultures’
pursued by the combined Territory Administration through: (i) the Education Act
of 1946; (ii) the establishment of the Department of Education; and (iii) the
Education Plan 1948-1953.
However, since the few government schools in New Guinea were wiped-out by the
2nd World War, and there were no teachers trained to teach the curriculum, the
success of implementing this policy essentially depended on maintaining “Unity of
Effort and Purpose with the Missions” (Dickson, 1976, Thomas, 1976, Smith,
1987). Both the goal of blending of cultures and the strategy to maintain unity with
the missions are two important evolving policy themes that had laid the foundations
toward the long-term development of the unified PNGNES.
The third phase of educational policy development occurred in the 1950s which
was marked by two important educational policy themes. These were: (i) the
adoption of the first post-war Education Ordinance of 1952; and (ii) the imposition
of the policy on Universal Primary Education (UPE) in 1955. The Education
Ordinance of 1952 meant that the administration of secular education was placed
on the government with the missions playing a major part with the overall aim to
achieve “mass literacy and universal basic education for all children to read and
write in English” (Smith, 1987, Thomas, 1976).
The policy on 'UPE’ however was imposed on the Colonial Administration by the
then Australian Minister for External Territories, Paul Hasluck in 1955 following
widespread criticisms over disappointingly “slow progress on access to basic
education through the establishment of more Government schools and in the
running of these schools” (Smith, 1975:30). The DOE was then directed to: (i) give
first attention to UPE with the goal of teaching English language; (ii) maintain
cooperation with the Christian missions; and (iii) give special attention to teacher-
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training and manual and technical training. Consequently, “a detailed plan to
achieve UPE by 1975” (Thomas 1976:4) was adopted in 1958. This Plan had
involved a ‘major expansion program’ which addressed the features of following
key strategies and these are described by Smith (1985:52) to include: (i) the
expansion and upgrading of elementary education to primary level of education;
(ii) increased Administration building of primary schools; and (iii) the creation of a
dual education system.
The policy on UPE however was imposed on the Colonial Administration by the
then Australian Minister for External Territories, Paul Hasluck in 1955 following
widespread criticisms over disappointingly “slow progress on access to basic
education through the establishment of more government schools and in the
running of these schools” (Smith, 1975:30). The DOE was then directed to: (i) give
first attention to UPE with the goal of teaching English language; (ii) maintain
cooperation with the Christian missions; and (iii) give special attention to teachertraining and manual and technical training. Consequently, “a detailed plan to
achieve UPE by 1975” (Thomas 1976:4) was adopted in 1958. This Plan had
involved a ‘major expansion program’ which addressed features of the following
key strategies and these are described by Smith (1985:52) to include: (i) the
expansion and upgrading of elementary education to primary level of education;
(ii) increased Administration building of primary schools; and (iii) the creation of a
dual education system. The dual education system in particular created two
distinctive types of primary school systems which continue to co-exist today. These
were: (i) the Primary ‘A’ Schools (now called International Education Agency
(IEA) primary schools) for the expatriate and wealthy PNG elite populations and
teaching the Australian syllabus; and (ii) the Primary ‘T’ Schools (now called
primary schools) for local PNG population which offer PNG curriculum. The IEA
schools together with the spread of private owned institutions have continued to
flourish within the country as they offer an alternative form of access to education
for PNG children.
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The second major pattern of educational development, after basic education, had
emerged in the 1960s which is widely referred as the period of "Elitism and
Expansion" (Bacchus, 1987, Bray and Smith, 1985, Smith, 1975). The pressures
for the radical expansion of education to include secondary and tertiary levels was
instigated by the United Nations Visiting Mission of 1962. Its’ recommendations
and subsequent reports gave high priority to opening up of secondary schools and
which further resulted in the establishment of: (i) the Commission for Higher
Education in 1964; (ii) the University of PNG in 1966; and (iii) the Institute of
Higher Technical Education in 1967, which is now called the PNG University of
Technology. These developments then provided “relatively rapid increase in the
numbers of children attending school which was accompanied by the substantial
rewards of formal schooling experienced in the 1970s” (Bacchus, 1987). Further,
the “opening up of more schools in the densely populated highlands region of
PNG” (Smith 1975, Thomas 1976) had placed increased demands and challenges
for education expansion throughout the country in the 1970s and 1980s.

2.2.5.3 Summary
The development and implementation of educational policy between the period
1870s to 1960, which spanned almost to a century, were entirely focused on the
provision of the introduced formal Western forms of basic education in PNG. This
form of education was basically aimed at achieving universal literacy (both
vernacular and English) and UBE in various forms and ways based on the different
individual interests and development agendas of the various early Christian
missions and the Colonial Administrations. This consequently had led to, and
which continue to provide, widely varied patterns and levels of educational
development and performances both within and between provinces and regions and
throughout PNG, and these in turn still bear on the issue of implementing UBE.
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1.1.16 2.2.6

Management of the Unified National Education System of PNG

The third important phase of educational policy development and implementation
in PNG, after basic education and secondary and tertiary levels of education, is
concerned with the establishment of the Unified National Education System of
PNG through the 1970 Education Ordinance. This unique arrangement, which
unified all state and mission schools and teachers under the government
administration, continues to remain influential to the present time.
As discussed earlier the political, legal and administrative framework under which
the PNGNES is managed is determined by the provision of the PNG Constitution
on the OLPGLLG (1995). Therefore, the administration of the PNGNES is vested
in the following education authorities. These are: (i) the Minister for Education; (ii)
the National Education Board (NEB); (iii) the Departmental Head; (iv) the
Teaching Service Commission (TSC); (v) Provincial Governments; (vi) Local
Level Governments (LLG); (vii) education agencies; and (viii) governing bodies of
member schools. However, the general overview concerning the performances in
the management of the education reforms within the contexts of decentralization
suggests that “there is a major gap between the intent and the reality of the
OLPGLLG largely as a result of the generally slow or lack of response from many
national departments to respond appropriately to and implement their changed
charters” (DOE, 2001: 22).
According to a number of DOE Reports (2003, 2001 and 1998), the problems of
general lack of management expertise, resources, and funding were seen amongst
the major impediments to effective delivery of education services in PNG. These
therefore had resulted in the slow transfer and establishment of district level and
LLG management processes, systems and infrastructure including education
services. (For example, this Researcher during his field study visits to a selected
number of provinces was only able to meet with a few DEAs especially those that
were still operating from provincial headquarters. Many others were still living and
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operating from their local villages as they had no office space and accommodation
in the district centres).
What follows is an outline of the various administrative roles and responsibilities
of key authorities in the process of educational policy development and
implementation within the PNGNES.
Because of the complex nature of the various legislative provisions together with
the associated political and administrative systems, the relevant structures, roles
and responsibilities obtained from the reviewed sources were synthesized by the
Researcher and is presented below in a summary form in Figure 2.2.
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Figure: 2.2: Sources of Educational Policy Authority, Goals, and Strategies in a Decentralised Education System in PNG
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2.2.6.1 Roles and Responsibilities of the National PNG Government
The administration of the national component of the PNGNES is vested in the
following national level education authorities which include: (i) the Minister for
Education; (ii) the NEB; (iii) the Departmental Head; (iv) the TSC; and (v) the
CHE. A summary description of some of the more specific roles and
responsibilities of these various authorities are outlined below in Table 2.2.

Table 2.2: Roles and Responsibilities of National Education Authorities
Authorities

Descriptions of Roles and Responsibilities

1. Minister for
Education

The Minister, as political head of the Ministry of Education, is responsible for
determining the curriculum in all schools within the NES including: curriculum
content, curriculum standards and examinations, minimum age of entry, number of
hours of instruction on the curriculum and number of days teaching in a year.

2. National
Education
Board

The NEB is an advisory board to the Minister for Education, especially on matters
relating to implementing and financing of national education plans and the
efficiency of the NES. Its specific powers include: (i) allocates quotas of students to
national institutions; (ii) sets national criteria for selection of students; (iii)
approves the memberships and functions of governing bodies of national
institutions; (iv) sets minimum fee limits and conditions; (v) hear and determine
appeals from other education authorities; and (vi) exercise critical oversight,
measure, and monitor the efficiency of the NES.

3. Departmental
Head

The Department Head the chief executive of the NES under the Minister and is the
chairman of NEB. Some of the specific roles include: (i) determine qualifications
and standards for registration and certification of teachers; (ii) inspections of all
schools and assessment of teachers; (iii) determine and grant the standards and
awards of qualifications, certificates, diplomas and other awards; (iv) provide
critical oversight and supervision of the functions of the state in the NES and the
Department of Education in the implementation of approved plans, policies, and
financial disbursement and accountability.

4. Teaching
Service
Commission

The TSC operates as an autonomous institution under the Teaching Service
(Amendment) Act 1995. It is responsible for determining and administration of the
terms and conditions of employment for all members of the teaching service within
the NES and monitors teacher's salary functions devolved to provinces. Also
determines appeals on discipline of teachers and the creation and abolition of
teaching positions in schools.

5. Commission
for Higher
Education

The CHE operates an autonomous institution under its own Higher Education
(Amendment) Act 1995. It is responsible for coordination of the higher education
institutions in PNG including the state owned universities and colleges.
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This analysis shows that technically the national government sets the overall
criteria for national education policy and planning, curriculum, examination,
certification, registration, inspections, research, evaluation and monitoring and
teacher training. It is also responsible for all prescribed national institutions which
are coordinated through CHE. The actual administration, financing, and delivery of
education are devolved functions lower levels of governments, as will be discussed
next.

2.2.6.2 Roles and Responsibilities of the Provincial Governments
The administration of all aspects of elementary, primary, secondary, and vocational
and technical education, (except for curriculum), are the devolved functions of
provincial, district, and local level governments. This means that individual
provinces, through their provincial governments and provincial assemblies, are
empowered to make laws and policies which relate to the province including
education.
Each province has an established Provincial Education Board (PEB) supported by a
PDOE with the PEA as the head. The PDOEs are widely varied in terms of their
functions, structure, and financing arrangements which are determined by
individual provincial administrations. However, some of the common roles and
responsibilities played by PEBs which are administered through the PEAs
especially in the management and delivery of education services in each province
would include:
(i)

the Provincial Education Board (PEB): this the advisory and policymaking body on education matters in the province, especially in relation to
planning and administration of elementary, primary, secondary, vocational
and technical education, except curriculum. The Chairman of PEBs varies
greatly from province to province with some who include the governor,
others the provincial administrator or an elected community leader, and in
some cases the PEAs.

(ii)

the Provincial Education Administrator (PEA): this person is the head of
education in the province who is an ex-officio to the PEB (and sometimes
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as the Chairperson). The PEA is employed by the provincial administration
and is therefore accountable to the provincial administrator and not the head
of NDOE. The PEA manages all administrative, planning, financial, and
personnel matters related to all schools, teachers, support staff and material
resources for education in the province.

The key provision of education services (within the context of national policies and
plans) requires provinces to: (i) accommodate within their own provincial
education plans:- the location of new schools, the clustering of elementary schools
to primary schools, and of primary schools to secondary schools; (ii) provide
technical and financial support for the establishment of new, and upgrading of
existing, schools; (iii) manage a provincial infrastructure asset register and
maintenance plan, based on provincial and district plans; (iv) budget and fund
infrastructure development and maintenance of post-primary institutions; (v)
budget and fund teachers salaries and entitlements including recreation and
furlough leave and transfer costs consistent with the requirements of TSC; and (vi)
appointment, transfer, promote, and discipline teachers through the PEBs
consistent with the requirements of TSC.
This analysis shows that under the present devolved arrangements provincial
political and administrative authorities constitute the most significant and powerful
influential source in determining the success or failure of UBE in each province.
These mainly would be determined by their vested interests in, and their political,
administrative, and financial capabilities and commitments toward education and in
particular UBE

2.2.6.3 Roles and Responsibilities of District and Local Level Governments
There are altogether 89 district administrative units across the 19 provinces each
with a District Administrator and a District Education Administrator (DEA)
especially for education services. Each district operates through a Joint District
Planning and Budget Priorities Committee (JDPBPC) through which all district and
LLG recurrent and project planning and funding is expended. The District
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Administration is also responsible for providing management and service delivery
support to the autonomous LLGs and Ward Councillors and Ward Development
Committees.
Under the devolved education arrangements both elementary and primary
education services are the responsibility of the districts and LLGs. This therefore
means that the DEA essentially is the key figure in the management and delivery of
basic education services, (one component of which- UBE- is the major focus of this
study). The responsibilities of the district education include: (i) ensuring that the
JDPBPC has budgeted for education in the LLG budgets; (ii) planning for and
promoting the establishment of elementary and primary schools; (iii) budgeting for
and organizing infrastructure for elementary and primary schools; (iv) providing
support to school boards of management in developing and implementing
maintenance plans for elementary and primary schools; and (v) collecting and
maintaining district and school data on service delivery and for setting and
monitoring education standards in schools.
In addition to these, the DEA also manages the roles and responsibilities of local
level governments, which are to: (i) ensure that LLG plans and budgets are
consistent with provincial plans; (ii) budget for the establishment of elementary and
primary schools; (iii) expand and maintain the infrastructure of elementary and
primary schools; (iv) support and promote the establishment and operations of
vernacular preschools and adult literacy programs; and (v) develop and implement
with school boards an annual maintenance plan for elementary and primary
schools.
This analysis shows that implementing UBE is primarily a function of districts and
LLGs, This has strong considered implications which requires improving both
management and financial capacity at these levels and at the same time gaining
their universal support, acceptance, and commitments toward advancing any future
national education policy and strategy on UBE.
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2.2.6.4 Management and Financing of Education in PNG
The financing of education in PNG generally is sourced from the annual National
PNG Government’s budget and expenditure sources (including donor assistance).
There are also important contributions from private sources including payment of
‘school fees’ by the parents, the communities (mainly in kind), the churches, and
the various NGOs and private enterprises.
In terms of public financing of education, “the allocations for education has
remained largely unchanged in recent years at around 17% of the total National
PNG Annual Budget” (DOE, 2001, AusAID, 2000, World Bank, 1998). The extent
to which this level of funding is adequate (or not) is difficult to assess. This is
because around 70% of the total education funding, which is comprised of teachers
salaries and other benefits, is budgeted and expended separately in the 19 annual
provincial budgets. As such, it is difficult to trace or even to obtain accurate data
from provinces for planning and monitoring purposes.
With increased decentralized powers to districts and LLGs, PNG as a country, is
therefore faced with major challenges in confronting problems that are not only
associated with “the widely varied priorities and levels of funding given to
education by different provinces, but more importantly the general problems of
lack of capacity, expenditure controls, accountability, and availability and accuracy
of data needed for planning and monitoring purposes” (DOE, 2003, AusAID, 2000,
World Bank, 1998).
The second major financial challenge that PNG is faced with concerns the
imposition of the user-pay policy, which involves the payment of school fees by
parents. While proceeds from school fees arguably provide the major source of
income for the operational costs of educating a child in schools, it is on the other
hand, affected by the growing poverty levels in the country. As a result, the system
is beset with high drop-out rates, with problems of school fees being widely
acknowledged amongst the major causes. This particular problem on the one hand,
places the issues of free education as opposed to user-pay amongst the highly
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contentious political and economic challenges for PNG. One the other hand, the
well-intended political will shown to-date by certain political parties and
individuals implies a strong and urgent need for some universally agreed and
instituted system of financing education and UBE in PNG.

2.2.6.5 Summary
The management of the PNGNES basically is governed by the principles of
decentralization drawn from the National PNG Constitution and the OLPGLLG
(1995) which created many semi-autonomous entities majority of whom are
seriously struggling to manage and sustain their operations. Therefore, PNG as a
country will need to overcome some major challenges, especially in terms of
improving serious weaknesses in management and planning capacity, setting
development priorities on education and in particular UBE, and improving aspects
of its financing systems, sources and accountability. These are some of the key
macro-level factors, if not addressed, will continue to hinder effective
implementation of UBE in PNG.

1.1.17 2.2.7

Relevant and Quality Curriculum

The fourth important phase of educational policy development in PNG, which
followed after the establishment of the unified PNGES, is concerned with
addressing public criticisms about "low quality and irrelevant curriculum", that this
system offered in the 1970s and 1980s (DOE, 1991 and 1997, Matane, 1986,
Kenehe, 1981, National Education Strategy, 1979).
Consequently, the country had experimented on various strategies and curriculum
innovations following recommendations from a series of studies and plans. For
example, a "Community Education System" (National Education Strategy, 1979)
was adopted and implemented in the 1980s and 1990s. This Strategy had set the
target of achieving UBE by 1990. It envisioned “a community-oriented education
based on addressing the diverse community needs, as well as, to foster greater local
participation and ownership of schools” (National Education Strategy, 1979, DOE,
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1985). This system provided 6 years of basic education for all children aged 7 to 12
years old from grades 1 to 6. The term UPE, as defined earlier, is based on this
particular school system structure.
The determination and development of curriculum content and the development,
production, and supply of the related curriculum materials, as noted in Figure 2.2,
remain within the jurisdiction of the GOPNG through NDOE. Implementing
curriculum reforms is the second major strategy stated under the current PNGERP.
The Researcher is also aware of a series of donor supported curriculum related
projects and evaluations which have been conducted but has not had access to this
data in order make a judgment about their effectiveness.

1.1.18 2.2.8

Problems of Implementing UBE Within the PNGSS

As already revealed in the preceding analyses, the development and
implementation of educational policy and in particular UBE is high complex given
the very diverse, dispersed, and difficult macro-level PNG societal and micro-level
education organizational systems and conditions.
In the contexts of these, the PNG senior education administrators in acknowledging
that while “the government policy target was to achieve UBE for all children by
2000, were however forced to admit that this simply was not possible under the
present systems and conditions” (DOE, 1991: 48). The following were the key
reasons for making this statement as described in the Education Sector Study
(1991: 40-48), which included: (i) primary education was not tuition fee ‘free’ and
therefore could not be made compulsory; (ii) poor retention rates in which almost
50% of children drop-out before completing primary school education; (iii)
insufficient teachers; (iv) lack of finance; (v) lack of clear support and priority to
education by many provinces; (vi) conflicting and competing demands between
access to basic education versus expansion of other levels of education; (vii) lack
of resources (textbooks, materials, buildings and facilities); and (viii) lack of
understanding about the value of basic education for every citizen.
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These continue to be some of the over-riding problems that generally hinder the
effective implementation and attainment of UBE in PNG. It also is important for
the purposes of this study to identify some of the more specific problems and
issues- especially those concerned with UBE related goals of access, retention,
equity and quality. These are now explained.

2.2.8.1 Problems of Access to UBE
The concept and goal of access is amongst the key policy issues confronting many
developing countries including PNG. The term access, as defined earlier in the
context of this study, refers to “the availability of space and opportunities for
children to enroll in schools within the PNGES” (DOE, 1997 and 1991). However,
available PNG data suggests that this system continues to lack the capacity to
enroll and absorb the population of school-aged children, largely as a result of the
high population growth rates.
The Education Sector Study (1991: 46-47) which instigated the PNGERP in
particular noted that many children were never enrolled in school for various
reasons, such as: (i) loss of public confidence in the system that was characterized
by high attrition rates (between grades 1 to 6) and low transition rates (between
grades 7 and 8); (ii) remoteness of schools from communities; and (iii) varied
enrolment practices. According to Avalos (1993:107) some of the factors
contributing to lack of access were: (i) availability of schools and teachers; (ii)
distance from rural schools to the places where the children live; (iii) poor
conditions of services of teachers that hinder their wish to work, especially in
remote rural areas; (iv) lack of parental commitment to education; (v) fee structure
and other hidden costs to parents; and (vi) staggered intake of some rural schools.
The issue of access in PNG is therefore determined by two contrasting situations.
The first relates to ‘urban’ access in which enrolment is determined by the
increasing urban population growth rates-created largely as a result of uncontrolled
urban migration and pockets of growing squatter settlements in most major cities
and towns in PNG. The enrolment in many urban schools therefore are
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characterized by “the issues concerning problems of space which result in
accepting over-aged students, overcrowded large classes sizes and high pupil
teacher ratios” (DOE, 2003, 1997 and 1991). The second situation relates to
‘rural’ access, which, on the other hand, is characterized by the availability of
classroom space that usually cannot be adequately filled. This is largely due to the
practice in provinces of accepting bi-annual and tri-annual student intakes which
have resulted in small and varied class sizes, pupil teacher ratios, over-aged
enrolments and constant problems with teacher supply and deployment to rural and
remote schools” (DOE, 2003, 1997 and 1991).
An important “measure of access relates to the Gross Enrolment Rates, which as a
percentage of the age group 7 to 12 years in 2001 was measured at about 73% with
75% for males and 70% for females” (DOE, 2003:29). These figures however are
masked by widely varied situations and enrolment patterns. Because of these
realities, it is important to use considerable caution in the analysis and discussions
of the student access and participations rates and outcomes- especially in relation to
PNG’s social and educational performances.

2.2.8.2 Problems of Retention Aspects of UBE
The problem of poor retention rates (or high drop-out rates) is widely
acknowledged as the “biggest threat to achieving UBE in PNG” (DOE, 2003, 1997
and 1991). The latest available figures from NDOE, sighted by this Researcher,
continue to show that “almost half the children who enroll in grade 1 drop-out
before completing grade 6” (DOE, 2003:30). Various reports have identified some
of the potential factors that are responsible for the continuing poor retention’ rates
within the PNG school system. Fro example, a recent report by DOE (2000: 17-19)
provided the following possible reasons, which include: (i) tribal fighting, mostly
in the highlands region; (ii) dispersed and long distances to nearest schools; (iii)
lack of interest in school caused either by boredom, loss of self-confidence, or
language barrier; (iv) parents take children out to help with household chores; and
(v) school fee problems caused by inability of parents to pay the required fees.
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As “in other developing countries and is certainly the case in PNG the greater
numbers of drop-outs occur between grades 1 and 2 and between grades 5 and 6”
(Avalos, 1993, DOE, 2000 and 1991). Although the exact factors have not been
carefully studied, there is evidence, however, that poor teaching may be partly the
cause (Avalos, 1993, Ross, 1989). Avalos (1993:109) identified some of the
possible causes of dropping-out of school, such as: (i) teacher overload covering all
subjects of the primary school curriculum and poor understanding of subject
content which resulted in applying mostly rote learning approaches; (ii) learning in
the alien medium of instruction especially in the first years of primary schooling is
seen as a cause of frustration and subsequent drop-out; (iii) lack of material support
from parents (mostly monetary); and (iv) the vast age differences found in any one
class, affects the ability of teachers to reach the individual pupil and identify those
with special needs.
In the face of these complex problems, this study tests and determines a series of
policy proposals and recommended actions for improving retention within the
PNGSS particular at elementary and primary levels of education.

2.2.8.3 Problems of Quality Aspects of UBE
The term quality education refers to “a range of key measures or inputs taken by an
education system to improve the quality of education especially in terms of the
teaching and learning processes by targeting improvements in teacher preparation,
curriculum design, and student assessment” (World Bank, 1998:16).
From a PNG context, quality education refers to an “education which strengthens
citizens’ identification with, rather than alienation from, their own communities”
(DOE, 1991:5). In addressing this particular issue the Education Sector Study
(1991) which had instigated the PNGERP had designed the reforms in such a way
to give value and status back to the appropriate attitudes, knowledge and skills
relevant to community development and supplement this with a degree of
competence in English, mathematics and science, especially for those that are able
to proceed to higher levels of education.
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A particularly relevant example of a quality related issue that was strongly
criticized in relation to the pre-reform school system was that “it was an
examination oriented system” (Matane, 1986, DOE, 1985, Kenehe, 1981).
Basically, the main emphasis in schools were given to content in order to prepare
students for exams at grades 6, 10, and 12, and less emphasis on relevant and
appropriate skills. This therefore resulted in “many children leaving school
functionally illiterate since initial literacy and all education was delivered in a
foreign language” (DOE, 1991:6). In general, the Education Sector Study (1991:7)
had concluded that “the education which the vast majority of children who did not
enter the formal employment sector received, alienated them from their
communities, and did little to equip them with the knowledge, skills and attitudes
necessary to contribute positively to life in their communities”.
Generally, under the PNGERP considerable donor financial and material
investments were provided to the PNGES, especially in those identified areas
associated with quality related in-put and out-put processes and strategies.
However, due to time and resource limitations, these aspects could not be
addressed in this already large study. It is therefore recommended that further
research is necessary to assess the ‘quality’ related issues on implementing UBE
within the PNGSS.

2.2.8.4 Problems of Equity Aspects of UBE
The term equity, as defined earlier for the specific purposes of this study, refers to
“having a fair opportunity to participate successfully in education" (AusAID,
2001:5). It is mainly used in reference to the principles of ‘equality and
participation’ as contained amongst the important of goals of PNG and the
PNGNES.
In addition, earlier discussions had already noted some of the critical problems of
social inequities that continue to confront PNG as a society. These especially relate
to gender inequity and growing disparities between the rich and poor, the urban and
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rural populations, and the physically able and disabled populations. These are
highly contentious and critical macro-level PNG societal issues that must be
universally addressed by all levels of the PNG society.
However, the principles of ‘equality and participation’ which underpin both the
PNG Constitution and PNGNES aims and goals, have yet to be appropriately
translated and given practical substance. In particular, as this relates to the ‘right’ of
every child or citizen to at least accomplish the goals of UBE in PNG. For example,
the PNG National Constitution, in Division 3 of Section 32, provides for the “Basic
Rights to Freedom of Every Person” (GOPNG, 1997:33). However, it is sad to note
that, this Basic Right has yet to be translated into relevant and appropriate
“education legislative and administrative policies in PNG” (Luluaki, 2001,
Morauta, 2002, Kidu, 2002).
This particular problem has been raised by a number of prominent PNG citizens
which gives substance for some immediate macro-level PNG societal concern and
action. For example, in an address by Dr. Luluaki, an Associate Professor of Law at
the University of PNG raised the following concern in a Paper titled: ‘A Child Has
Rights to Protection and Education’. Part of his comments had stated that:

“… there is presently no law that recognises education as a legally
enforceable right. …The stark reality, however, is that due to a whole
host of reasons including economic, physical and cultural, a great
majority of Papua New Guinean children are denied basic
education.” (Luluaki, 2001, in Post Courier Monday 29th October,
2001).
This statement is further supported by a former Prime Minister of PNG whose
People’s Democratic Movement Party had declared a “Free Education Policy”
prior to the 2002 PNG national general elections. Part of his statement reads:

The People’s Democratic Movement regards education as a right and
the party’s policy is that no child should be refused an education
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because their families cannot afford to pay school fees. To deny
children an education is to deny them a future, and our nation’s
future. However, the free education policy is not a law, and could be
changed by any government if it does not like it (Morauta, 2002, in
Post Courier, Friday 25th January, 2002).
In addition, a senior PNG Government Minister for Social Development and Home
Affairs, in support of implementing the child’s rights to education policy, made the
following statement. Part of her statement also indicated that “under the human
rights provisions, universal education was for all children, but the facilities and
capacities were not ready for PNG to enter into at this stage” (Kidu, 2001, in Post
Courier, Tuesday 11th December 2002).
Generally, these statements by prominent PNG citizens have revealed a serious
lack of PNG societal interventions to universally and unequivocally guarantee the
basic rights of every child to at least accomplish a basic level of education in PNG.
A synthesis of these statements basically reveal that: (i) there is no present law that
recognises education as a legally enforceable right; (ii) there is no present law in
relation to free education policy and therefore lacked consistent political support
and commitment; (iii) the continued denial of children’s right to education due to
parents inability to afford school fees; and (iv) the general lack of PNG’s school
system capacity and facilities to implement UBE.
The Researcher is generally aware that these revelations, to a greater degree,
explain the highly political and sensitive reasons why the senior education
administrators and PNGDOE continue to avoid the issues of free and compulsory
education policies in PNG. This thesis study especially tests and determines future
policy options in which such inequities which hinder the attainment of the child’s
rights to UBE can be appropriately identified and addressed.
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2.2.8.5 Summary
It has been consistently revealed from the reviewed PNG education literature that a
greater part of the major difficulties with achievement of UBE have been caused by
multiple, diverse and complex macro-level PNG societal and micro-level education
organisational problems and issues. This particular analysis has also revealed more
specific micro-level education organisational and local school level factors which
further block the achievement of UBE especially those concerning to the issues of
access, retention, quality and equity.
However, PNG (in confronting these multiple and complex range of problems and
issues with the support of the international donor community) has developed and
continued to implement a comprehensive PNGERP which commenced in early
1990s. A major component of this reform program is concerned with the BES
component of the PNGNES which is the focus of this study. The relevant reform
policies and strategies which effectively were planned toward the improvement and
attainment of the various goals of UBE are now addressed.

1.1.19 2.2.9

PNG Education Reform Policies and Strategies

The period 1990s marks the fifth important milestone in the development and
implementation of educational policy (and UBE) in the history of education in
PNG. This important achievement is signified through a range of important
intellectual and practical processes and events leading to the adoption and
implementation of a comprehensive and ambitious package of PNGERP.
This Program, as explained earlier, had for the first time since PNG gained
independence in 1975 involved a major restructuring and curriculum reforms of
the PNGNES. The Program had commenced in 1993 and has been ongoing to the
present time. Comprehensive background information about the ERP are contained
in a series of important NDOE reports and planning documents.
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These documents include:(i) the Ministerial Committee on the Philosophy of
Education for PNG Report (1986); (ii) the PNG Education Sector Study (1991);
(iii) the Education Sector Resources Study (1995); and (iv) the National Education
Plan 1995-2004 (1997). For specific purposes of this study, a brief overview
summary is made about each document, especially highlighting those chosen UBE
related policies, strategies and issues based upon the education reform goals of
access, retention, equity, quality, cost-effectiveness and system efficiency.

2.2.9.1 Philosophy of Education for PNG Report (1986)
The GOPNG adopted the Ministerial Committee on the Philosophy of Education
for PNG Report in 1986. This Report is popularly referred to in PNG as the Matane
Report (1986), which is named after the Chairman of the Committee. The Report,
as explained earlier, had adopted the philosophy of IHD as the ultimate goal which
now directs educational policy, planning and development in the country.
The Report was particularly critical at: (i) the loss of relevance of education; (ii)
the alienation of students from their communities; (iii) the growing misconceptions
about the purpose of education; and (iv) the lack of early childhood education
opportunities. It therefore argued strongly that an early childhood education
system, with an unequivocal emphasis on the medium of instruction to be in the
language spoken by the child, to be introduced immediately. It further
recommended that the system give priority to more equal opportunities for the
education of females and students from disadvantaged areas. The Report stressed
that the effective and successful management and implementation of the goal of
IHD required the immediate reviews and improvements of: (i) the principles and
instruments of management which governed the PNGNES; (ii) the institutions
managed by the system; (iii) the process of decentralization and participation; and
(iv) the issues of access and equality of opportunity.
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It further recognized that PNG as a county is greatly challenged by public demands
towards providing equal access to education for all children. This responsibility
however “did not lie with the national government alone, but one which requires
the combined efforts of all agents of education – home, school, church, community,
and governments” (Matane, 1986:8-9). In emphasizing this, the Report (1986:32
strongly recommended the need for: (i) greater provincial government commitment
to education; (ii) increased public awareness; (iii) the review of school selection
criteria in order to enrol more females; (iv) the better utilisation of existing public
infrastructure and facilities; (v) provision of transport for students from outlying
areas; (vi) the use of composite or multigrade classes; (vii) more use of
communication technology and emphasis on distance education; and (viii) the
establishment of central boarding primary schools for students from isolated areas.
The Government’s adoption of this politically motivated and directed report not
only set the direction for education development in PNG, but it also challenged for
the first time, the need for PNGNES and all professional educators to marshal
available expertise and resources needed to steer the education road-map for the
country.

2.2.9.2 Education Sector Study (1991)
The adoption by the GOPNG of the Matane Report (1986) recommendations was
further advanced by its commitment to the 1990 Jomtien World Education For All
protocol. Consequently, the Government with the support of UNDP and UNESCO
provided an in-depth study of the PNG education sector, which is documented
through the PNG Education Sector Review Report of 1991.
This review confirmed serious weaknesses in the PNGNES which generally were
related to “high attrition rates at primary level; low transition rates between
primary and secondary education; a largely irrelevant curriculum; weak
management and administration; declining resources with high unit costs; and a
severe imbalance in higher education funding at the cost of basic education” (DOE:
1991: 6-7). The Report then used its findings together with those from Matane
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(1986) recommendations and transformed these into an integrated package of
education reform priorities and strategies for implementation.
Consequently, radical changes to the education system in its structure and
curriculum reforms were developed and adopted. These, as already explained, were
based on the GOPNG's education reform goals of achieving: “access, equity,
retention, relevance, quality, cost-effectiveness and system efficiency” (Education
Sector Study, 1991, DOE, 1997). Further, given the realities of PNG’s limited
financial and resource capacity, the planned changes were undertaken through a
range of ‘cost-effectiveness' strategies (Education Sector Study, 1991, Education
Resources Study, 1995). This basically meant doing more with less through using
existing structures and resources more efficiently, and where necessary, adopting
cost-recovery and cost-saving measures. This was the main reason which led to the
design and conduct of the Education Sector Resources Study (1995), as is outlined
next.

2.2.9.3 Education Sector Resources Study (1995)
The Education Sector Resources Study (1995) was a Joint GOPNG, AusAID, and
Asian Development Bank initiative. Its purpose was to advise the GOPNG on the
resource implications of the PNGERP which were based on the Education Sector
Review (1991). The Study established a strategic and comprehensive framework
for implementing the reforms and estimated the human, physical, and financial
resources requirements for the planned period 1995 to 2004. In doing so, the Study
had provided options for giving effect to the reforms including the application of
cost-effectiveness and cost-recovery measures. These options and measures were
considered within the total GOPNG expenditures.
Among the major cost-effectiveness measures adopted was the restructuring of the
school system through making more effective and efficient use of existing
resources. This was done through the removal of grades at the upper levels and a
topping-up of school grades at the lower level. This strategy for example involved;
(i) the removal of primary grades 1 and 2 which were absorbed by the
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establishment of grades 1 and 2 at the elementary level; and (ii) this process then
created space for topping-up of primary level to absorb grades 7 and 8 which were
removed from the secondary system. These aspects will be explained in the next
sub-section. Some of the other cost effective measures were: (i) rationalization and
coordination of management structures and processes; (ii) integration and
utilization of donor funding to priority areas of the reforms; (iii) improving class
sizes and regrouping of students; (iv) improving teacher's salary structure,
appointments, deployment and pupil-teacher ratios; (v) shared responsibilities
between all levels of governments; (vi) commercialise and/or privatize functions;
and (vii) greater community involvement.
In addition to these, the following ‘cost-recovery’ measures were adopted in the
contexts of the high unit costs of education in the country: (i) maintain government
education subsidy scheme; (ii) imposition of fees including tuition fees; (iii)
rationalization and consolidation of institutions and resources. Those specifically
targeted strategies for the BES are discussed next under the NEP 1995-2004.

2.2.9.4 National Educational Plan 1995-2004 (1997)
The NEP 1995-2004 (1997) is the key policy document which directed the
education reform implementation programs and activities throughout the country.
The Plan generally incorporated the national aims and goals of IHD (Matane,
1986), the education reform priorities and strategies of the Education Sector Study
(1991), and the resource requirements of the reform program contained in the
Education Sector Resources Study (1995). It then outlined the more specific reform
goals, objectives, policies, targets and stakeholder roles at each level of the
PNGSS. This then provided the framework through which individual provincial
education plans were designed and developed.
The major emphasis undertaken by the NEP 1995-2004 was of broadening access
to UBE for: (i) the approximately 85% of school leavers to return to live and work
in their rural communities where there is, and always has been, traditional and
community based work; (ii) the approximately 15% of the population who will find
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paid employment in the slowly increasing government, business and service
industries; (iii) the small number of students who will perform at top international
standards; and (iv) the small, but growing, number of marginalized urban youths
for the realities of life in an urban situation.
In the contexts of these broad principles and strategies, the NEP 1995-2004
outlined the phased implementation of the more specific education reform policies,
targets and strategies. Those related to the BES which were selected and used in
this thesis research study are outlined in the sub-sections that follow.

1.1.20 2.2.10 Universal Basic Education Improvement Policies and Strategies
Under the PNGERP
The structure of the BES which has been gradually introduced and implemented
throughout the country since 1993 includes: (i) the introduction of a new 3-year
EES with initial literacy in the local vernacular or language chosen by the
community; and (ii) redefining the scope of Primary Education from grade 3 to
grade 8 through removing grade 7 and 8 from the secondary school structure. It is
within these arrangements that the UBE policies, targets and strategies were
developed and are being implemented throughout the country. Since the elementary
education component is a new creation with new and separately designed set of
policies from primary the related policies and strategies are therefore analysed
independently.

2.2.10.1 Elementary Education Improvement Policies and Strategies
The EES, as noted from an earlier analysis, is a re-enactment of the vernacular
learning practices that was strongly pursued by the missions during the period
1870s to late 1950s. Its re-introduction, not only resulted from strong criticisms
about the irrelevancy of the school curriculum and its alienation effects, but also in
recognition of growing demands and efforts by various individuals, nongovernment organizations, and a number of provinces that ran and supported selfhelp or Tok-Ples (vernacular) schools.
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The system is aimed at achieving greater access to formal basic schooling for all 6
to 8 years old children through the establishment of village-based elementary
vernacular schools. Because of this, its main purpose is to preserve and learn the
language and culture of the village. This process involves a specifically trained
teacher who is from the village, with specific qualities (oriented towards attitudes
to young children and community-based skills), and selected by the community.
However, in urban centres which increasingly are faced with problems
uncontrolled migration and urban settlement, resulting in diverse ethnic groups has
meant that communities have chosen among the three national languages- English,
Pidgin and Motu, as the medium of instruction.
In view of these, the NEP 1995-2004 provided the following series of elementary
education policies to be implemented across the country over the planned period.
These were: (i) the elementary schools to consist of Prep, E1 and E2; (ii) the entry
to elementary school to begin at age 6; (iii) the language of instruction be that
which the child speaks and to be determined by the community; (iv) the duration of
the school day is to be 4 hours; (v) the curriculum is to be community-based
relevant and appropriate to the local culture and environment; (vi) implementation
to be a shared responsibility between the community, NGOs, provincial education
services and the NDOE; (vii) multi-grade teaching is to be an integral part of
elementary teaching; (viii) the pupil teacher ratio to be 30 to 1 at prep and 40 to 1
for E1 and E2.
The NEP then projected the following targets to be achieved over the planned
period 1995 to 2004. These were: (i) the provision of basic education from Prep to
E2 for all children at age 6; (ii) total elementary enrolment should reach about
430,000 by 2004; (iii) some 16,000 elementary teachers are needed to cope with
the projected elementary enrolment by 2004; (iv) the development of an integrated
activity-based elementary program with strong community inputs; (v) the
attainment of initial literacy in a language the child speaks by the end of
elementary schools; (vi) to establish elementary schools as feeder schools to all
primary schools in all provinces with equal access opportunities for males and
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females by 2004; and (vii) a 100 percent transition of children from elementary
schools to primary schools.
The model of implementation of elementary reforms links school establishment,
curriculum development, and teacher selection, training and deployment. A gradual
stage-by-stage development strategy is being used to ensure that there is a teacher
for every class being opened. This phased implementation takes place within the
confinements of the devolved administrative and financial functions of education to
the 19 provinces, the role and capacity of local level governments, and the
enthusiasm of village communities in the establishment of new elementary schools.
For example, while provinces are responsible for planning, development, financing,
and maintenance of educational institutions the desire to establish a village-based
elementary school rests with the enthusiasm of the villages, especially in terms of
agreement for land, building and maintenance of classrooms, selections and
support for teachers, and as active players in the teaching and learning of language
and culture. This typical four-year elementary development process is illustrated in
Figure 2.3 below.

Table 2.3: The Staged Implementation Model of the PNG Elementary Education Program
Implement
ation Year

2

Village
elementary
schools
Classroom built
by community
Preparatory opens

3

Grade 1 opens

4

Grade 2 opens

1

District primary
school

Elementary teacher
training

Elementary teacher
trainer training

Grade 1 & 2
operate
Grade 1 & 2
operate
Grade 1 close
Grade 2 only
operates
Grade 7 opens
Grades 1 & 2 close
Grade 8 opens

Teachers selected

Trainers selected and
trained
More trainers train

Teachers begin
training
Additional teacher(s)
begin training
Additional teacher(s)
begin training

Intake depends on
teacher to trainer
ratio
Intake depends on
teacher to trainer
ratio.

Source: Adapted from the PNG Education Sector Resources Study: Joint PNG, AusAID and ADB Report (1995:4), and
Ikupu and Glover (2000:42), PNG Elementary Teacher Education: Mixed-Mode Teacher Training for 16,000 Village
Teachers.

The progress of implementation in quantitative terms is reported to be “highly
successful”, particularly in terms of community enthusiasm and support (World
Bank 1998, AusAID 2000, DOE 2002). The challenge now is seen as "holding
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back provinces in ensuring an ordered implementation" (DOE, 2002, AusAID,
2000), "demands for improved institutional capacities" (World Bank, 1998: 8), and
"address concerns about quality" (Ikupu and Glover, 2000: 45)
The challenges of preparing a specifically trained, village-based, culturally-oriented
teacher, selected through largely informal and subjective criteria by the
community, and trained through a mixed-mode model of teacher training is a
particularly unique model which is worth further intellectual scrutiny. This model,
according to Ikupu and Glover (2002:44), who had directed the Elementary
Teacher Education Reform Program (ETERP) supported by AusAID, had by 2002
produced more than 9,000 village-based elementary teachers and 200 district-based
trainers since the program began in 1994.
The program is a three-year Certificate of Elementary Teaching course. It is
delivered through a mixed-mode approach combining residential workshops, home
study, and supervised teaching. It is designed around the concept of an immediate
supply of teachers basically needed for the planned phased established village
elementary schools. The mixed-mode training is conducted in selected provincial
and district centres by a cadre of specially trained elementary trainers following a
specifically designed model. The training progressively begins with a 6-weeks
residential 'trainer-directed-training', followed by 'home-study' and 'supervised
teaching', and ends with the 'collation of assessments' for each subsequent year of
training. The quality aspects of this new and innovative teacher training model
certainly require a separate research study.
The rapidly expanding EES, both quantitatively and qualitative, places significant
challenges on the capacity of the PNGNES and in particular provinces, districts and
LLGs to be more innovative in the management and administration of this system.
There are fast emerging problems, and if not addressed, will certainly impact
poorly on the system.
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2.2.10.2 Primary Education Improvement Policies and Strategies
The developments at the primary level of education have been addressed through
the conversion of selected conventional 'community schools' in the former system
which provided only grades 1 to 6 education to the reform primary school system.
This process involved the transfer of grades 1 and 2 to feeder elementary schools
and the “topping-up” of primary intakes to grades 7 and 8 transferred from lower
secondary schools.
In keeping with widespread criticisms about "the loss of relevance and low quality
of education" (DOE, 1997 and 1991, Matane, 1986, Kenehe, 1981) of the previous
community school system, the NEP 1995-2004 provided the following primary
education policies. These included: (i) the achievement of UPE; (ii) the
establishment of grades 7 and 8 in primary schools; (iii) a renewed emphasis on
social, culture, spiritual, ethical, moral and vocational education; and (iv) a
community orientation, with strong emphasis on skills that children need to
contribute to the development of their own communities.
Consistent with addressing the reform goals and issues of access, retention, equity,
quality cost-effectiveness, and system efficiency, as discussed earlier, the NEP
further outlined the following series of strategies for improving implementation of
the primary education reform policies and practices. These were: (i) the adjusting
of student/teacher ratios to improve costs especially in terms of teacher's salaries;
(ii) the policy on multigrade teaching to allow for annual intakes; (iii) the
upgrading of teacher qualifications; (iv) improving pre- and in-service training of
teachers to suit the new reform programs; and (v) improving the management,
coordination, support delivery and monitoring mechanisms.
The following were the specific quantitative targets set by the NEP to be achieved
in implementing the primary education reforms over the planned period by 2004.
These were: (i) all children will have the opportunity to complete 9 years of basic
education with total enrolment to reach about 600,000 students; (ii) improve gross
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enrolment rate from about 75.1% (male 75.9% and female 74.1%) in 1995 to
100%; (iii) improve grades 1 to 6 retention rates by 10% (male 62.6% and female
60.3%) in1995 for the 1990 cohort'; (iv) improve grades 6 to 7 transition rates to
50% (male 50.5% and female 45.7%) in 1995; (v) improve female participation
and completion rates; (vi) rehabilitation of existing and construction of new
primary infrastructure; and (vii) rationalization of staff deployment strategies such
as multi-grade teaching and adjustment of pupil/teacher ratios. These targets were
made within the contexts that the gradual change process will mean that elements
of the previous community school system will continue to exist for some time, as
well as, the ability of individual provinces to plan and implement the reform
programs.
Generally, the present primary system had opened up the bottleneck in which only
about 35% of students progressed to grade 7 following a National Grade 6
Examination. This was due largely to lack of space and facilities in secondary
schools. Doing away with the national grade 6 exam has meant retention of all
students to progress to grades 7 and 8. Further, in addressing the issue of access, a
process of primary school clustering model has been in force. This model involves
creating central primary schools surrounded with feeder elementary and grades 1
to 6 community schools within close proximity of several villages. This model also
had addressed the problems of long distance travels to and from schools
particularly in rural remote areas.

2.2.10.3 Summary
In the face of the serious weaknesses which characterised the PNGSS in the 1970s
and 1980s the GOPNG with support of international donor agencies have
systematically planned and are continuing to implement a comprehensive range of
educational policy improvement policies and strategies under the PNGERP. The
analysis has further outlined some of the more specific key UBE improvement
policies and strategies especially concerning the BES component of the reform
program, which were obtained from the NEP 1995-2004 planning document.
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These policies and strategies basically were systematically synthesised and tested
in the conduct of the Phase-1 component of this study. A synthesised summary
description of this material for the elementary component of UBE, which were
chosen and tested in Phase-1, is provided below in Table 2.4.

Table 2.4: A Summary Description of Tested Elementary Policies and Strategies
Elementary Education Policies
1. the elementary schools consist of Prep, E1& E2
2. the elementary entry to begin at age 6
3. community determine language of instruction
4. the school day duration to be 4 hours
5. a community-based local culture curriculum
6. implementation be shared responsibility-NDOE,
province, community, & NGOs
7. implement multi-grade teaching
8. the pupil teacher ratio- Prep-30:1, E1 and E240:1

Elementary Education Strategies
1. the provision of basic education from Prep to E2
2. total enrolment to about 430,000 by 2004;
3. some 16,000 elem. teachers trained by 2004;
4. an integrated activity-based program with strong
community inputs;
5. attain initial literacy in a chosen language
(vernacular, English, Pidgin, or Motu)
6. establish elementary schools as feeder schools to
all primary schools with equal female and male
access by 2004
7. a 100 percent transition rate from elementary to
primary schools.

Similarly, a synthesised summary description of the primary component of UBE
policies and practices, which were chosen and tested in Phase-1, is also provided
below in Table 2.5.

Table 2.5: A Summary Description of Tested Primary Policies and Strategies
Primary Education Policies
1. to achieve UPE (grades 3 to 8)
2. to establish grades 7 and 8 in primary schools;
3. an emphasis on social, culture, spiritual, ethical,
moral and vocational education; and
4. an emphasis on community oriented skills-based
curriculum for community development

Primary Education Strategies
1. all children have access to complete 9 years of
basic education
2. total enrolment to about 600,000 students
3. improve gross enrolment rate from about 75.1%
(male 75.9% and female 74.1%) in 1995 to
100%; 4. improve grades 1 to 6 retention rates
by 10% (male 62.6% and female 60.3%) in1995
for the 1990 cohort
5. improve grades 6 to 7 transition rates to 50%
(male 50.5% and female 45.7%) in 1995
6. improve female participation/completion rates
7. to rehabilitate existing and construct new
infrastructure
8. to rationalise staff deployment strategies - multi-grade teaching
- adjustment pupil/teacher ratios

Source: Department of Education (1997): National Education Plan 1995-2004. Waigani, PNG.

It needs to be noted that the detailed presentation and discussion of the analysis of
the key results and findings on the performances in implementing these series of
UBE policies and practices will be provided in Chapter Four.
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2.2

PART TWO: EDUCATIONAL POLICY AND UBE
PERSPECTIVES

1.1.21 2.2.1

Introduction

There is “no clear definition of educational policy as there are also no easily
identifiable lines of demarcation between policy and social policy” (Ozga, 2000:4)
and/or “public policy” (Taylor, et al., 1997:1).
In the face of this controversy, Ozga (2000: 4) states that “it is important to clearly
explain the question of: in whose interest and for what purposes is the policy
research being done?” This study, as already explained, investigates the current
and past problems and situations in implementing the National PNG Government's
educational policy goal on UBE and tests and determines future improvement
propositions and recommended actions.
Consistent with this, the review process began in Part One through adopting an
analytical view of the term educational policy as “any analysis of changes, reforms
or developments in education taking account of the role of states and governments
in the formation, implementation and monitoring of policy” (Deem and Brehony,
2000:193). The analysis of the reviewed literature in Part Two of this Chapter
therefore examines a series of selected educational policy and in particular UBE
related concepts, goals, and strategies for improving UBE in the future. The review
especially draws on selected examples from developing countries and other
international conventions and sources.
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1.1.22 2.3.2

Educational Policy as an Instrument of Public Policy

The analysis in Part One revealed that the development and implementation of
educational policy and UBE in PNG essentially were and are currently being
influenced and shaped by the framework of macro-level PNG’s political, legal and
administrative systems and processes.
In following this line of argument, this part of the review focuses on educational
policy as a component of the public policy spectrum. In this sense, the thesis study
then adopts the term ‘public policy’ as “outputs of a political system, usually in the
form of rules, regulations, laws, ordinances, court decisions, administrative
decisions, and other forms” (Krushke and Jackson, 1987:35), which are “generated
and implemented through state bureaucracies” (Taylor et al., 1997: 22).
This part of the review therefore defines the related meanings, scope, and
characteristics of the terms policy and educational policy. It then focuses on UBE
related concepts, goals, values and strategies drawing from selected developing
countries and international conventions.

2.3.2.1 Meaning and Scope of Policy
The term policy is defined in the simple Oxford Dictionary as “a plan of action or
statement of aims and ideals”. The literature however indicates that policy is much
more than a simple statement of aims and ideals, it is “multidimensional and can be
viewed from many angles” (Colebatch, 1998, Taylor, et al., 1997).
For example, Colebatch (1998: 6-7) indicates that policy is a term that is used in a
variety of ways at different levels and provides at least three central elements,
which include: (i) authority; (ii) expertise; and (iii) order. The analysis of these
elements further show that policy essentially is 'a government activity' in which
policy and politics are inseparable.
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In this sense, policy then is “whatever governments want to do, or not to do” (Guy,
1992: 2), both in terms of "the rational processes of public policy-making and
policy implementation" (Cline, 2000, Taylor, et al.,1997, Kalista, 1994). A key
element in the rational approach to government policy-making process is
concerned with “allocating values” (Easton, 1953: 129-130) in terms of who gets
what, why, how, and when. Such policy decisions can be viewed “as both text and
action, words and deeds, and it is what is enacted as well as what is intended”
(Ball, 1994a: 10). In this sense then, “policy is both a process and a product”
(Taylor, et al., 1997: 25). The policy implementation processes on the other hand,
represent the institutional contexts or levels through which policy actions are taken
and/or are implemented. Calista (1994:120) for example suggests the following key
contexts of policy, which are: (i) constitutional contexts; (ii) collective contexts;
(iii) operational contexts; and (iv) distributional contexts. These contexts more
broadly represent the public policy domain, as is defined above.
It needs to be noted therefore that specific policies, such as educational policy, are
only one element within a system of practices, cultural meanings, and social
structures that guide collective action. Further, the boundaries between public and
private action and actors are often ambiguous, shifting, and contested. This
therefore makes the educational policy process as equally complex, ambiguous,
and highly contested.

2.3.2.2 Meaning and Characteristics of Educational Policy
The term ‘educational policy’ is one specific element of the broad ‘public policy’
spectrum. From this perspective, the particular meaning and scope of educational
policy to be used in this thesis is adopted from a range of literature sources which
indicate that:
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Educational policy is directed toward the attainment or preservation of
some preferred arrangement of educational organisations, schools and
society (Prunty,1984). Educational organisations are committed to the
maintenance, transmission and recreation of culture (Bates, 1982:9).
The ways in which formal educational knowledge is transmitted and
controlled in schools is realised through the message systems of
curriculum, pedagogy, and evaluation (Bernstein, 1971:47).
In addition to these, Taylor et al., (1997: 2-5) add further that "the public policies
on education are not only concerned with culture, curriculum, pedagogy and
evaluation, but also to steer the conduct and employment conditions of teachers,
the conduct and enrolment of students, and the conditions under which public
schools must operate".
From these perspectives, Taylor et al. (1997:2-5) provide the following examples
of some main functions of public policies on education. These are: (i) to provide an
account of those cultural norms which were considered by the state as desirable in
education; (ii) to institute mechanisms of accountability against which performance
of students and teachers could be measured; (iii) the marshalling and managing
public calls for change, giving education organizations form and direction; (iv) to
provide greater equality of educational opportunity in terms of policies on
improving access, retention, and equity; and (v) to respond to the struggles over
particular constructions of social, political, economic and cultural changes which
more recently have been put forward in the language of reform including education
reform.
These views therefore place educational policy as a bureaucratic instrument with
which to administer the expectations that both the public and the government(s)
have of education. In this sense, the language of educational policy, according to
Kemmis (1990:1), is thus “linked to political compromises between competing, but
unequal interests”.
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This means that educational policies do not just emerge in a vacuum. They often
reflect the compromises between the competing interests of the ‘dominant
capitalists’ on the one hand and the interests of the various ‘social movements and
the struggling public’ on the other.
This study detected an important range of characteristics of educational policy
which are found in the work of Coombs (1994:588-589). A synthesis of the
important aspects which briefly explain each of these characteristics is provided in
a summary form which is outlined below. These are:
(i)

Complexity: The field of educational policy is so vast and varied with
thousands of participants working in a staggering array of structural
settings. It is further laden with its own cultural history, legal precedents,
financial and political arrangements, and its own jargon.

(ii)

Visibility: Educational systems and policy deliberations visibly involve
many participants. Basically, almost all citizens have been to school and
many have children in schools. Because of these, many also believe that
they have a special insight to the realm of educational policy and attempt to
influence the ways their children and the schools should be conducted.

(iii)

Dispersion of authority: Education, more than any other policy field, is
marked by dispersion of authority (Halperin, 1978 in Coombs, 1994:588).
Policy is not only formulated and implemented at multiple levels of the
school system, such as elementary, primary, secondary and tertiary levels,
but also at different administrative levels, such as national, provincial,
district and local government levels, as is exemplified by the decentralised
education system of PNG.

(iv)

Multiple objectives and ambiguity about goals: Educational policy and
the educational process itself are further complicated by multiple objectives
and ambiguity about goals which usually are implemented in very diverse
and complex cultural, social and institutional settings. For example, as
noted above, educational policy is influenced both by “political
compromises between competing, but unequal interests” (Kemmis, 1990:1)
and the particular “social, political, economic and cultural changes” (Taylor
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et al.,1997:2-5). These situations therefore mean that the processes involved
in education policy-making and policy implementation are subjected to
varied patterns of interests and priorities and levels of understanding and
interpretation by different individuals, groups, and communities. These
problems are therefore addressed in the early part of this Chapter in which
the multiple and complex range of PNG educational policy and UBE aims
and goals have been defined and clarified.
(v)

Labour intensive: Education is a labour intensive process (Coombs,
1994:589). This usually means that education is the single largest
organization that employs extremely large numbers of teachers,
administrators and support staff. As such, it usually accounts for the very
high salary outlays compared to other organizations. For example, the
education in PNG is the single largest organizations in PNG. It employs
“more than 34,000 teachers, which account for almost 80% of the total
annual education budget” (DOE, 2003) provided through the Annual
National PNG government Budget.

This analysis therefore highlights that the field of educational policy is vast, varied,
and highly complex. Because of these factors, greater technical and intellectual
knowledge and competency is essential, especially by those who are engaging in
the process of educational change and innovation. This situation is especially
important in the PNG contexts because of the comprehensive education reforms
currently being undertaken within the PNGNES.
However, being competent is an important criteria, but is not sufficient enough, as
is argued by McNamara (1987) in stating that:

While competent educational planning and professional staffing are
necessary conditions for schools to function for the benefit of their
society they are not sufficient conditions; that, unless, careful attention
is paid to the structure of the society and the attitudes, motivations and
educational behaviours it generates in its young, the best of
educational solutions may well contribute to exacerbating, rather than
reducing, the problems of the nation (in Bacchus, 1987: ix).
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This line of argument is advanced further by Bacchus (1987) in his thesis titled
‘Educational Policy and Development Strategy in the Third World’ in stating that:

In attempting to make proposals for the future development of any
level of education in a country, one needs to be fully conscious of the
limitations of the role which the educational system can play in
independently influencing the overall development of the society.
Educational planners cannot determine the course of social and
economic changes by the plans which are implemented as a result of
their recommendations. Such changes are usually more the result of
other

dynamic

forces

(eg.

political,

economic,

social,

and

demographic) which are operating within the society, and while the
education system can play a part in influencing some of these
developments its contribution is usually more reactive rather than
proactive (Bacchus, 1987:5).
These arguments are summed by McKinnon (1976:189) in stating that “educational
policy flows from, rather then precedes, determination of other policies, and it is
more effective when it is part of an overall, well-defined government philosophy”.
It is within these contexts that this thesis, and in particular the approach taken in
this Chapter, has in Part One of the literature review focused on the present and
past PNG educational policy development and implementation aspects. This then
provided the grounding framework for determining relevant and appropriate
improvement proposals and recommended actions.
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2.3.2.3 Summary
The analysis of the reviewed literature has drawn together a particular definition of
the term educational policy to be used in this thesis study, which is outlined below.

Educational policy generally focuses on educational organizations and schools
who are committed to the maintenance, transmission and recreation of
cultural and formal knowledge. These are transmitted and controlled in
schools through the systems of curriculum, pedagogy, and evaluation. It
further steers the conduct and conditions of teachers, students, and the
operations of public schools.
The literature further reveals that educational policy is only one element of the
public policy spectrum in which it essentially is a government activity and operates
within the broad framework of public policy making and policy implementation
processes. Accordingly, it responds to particular constructions of social, political,
economic and cultural changes, and the expectations and interests of the society.
Among these for example include public calls to provide greater access, retention,
equity and provision of relevant and quality education.
These pressures and expectations, on the one hand places educational policy as a
bureaucratic instrument which, according to Kemmis (1990), provides political
compromises between competing but unequal interests. On the other hand,
educational policy, according to Coombs (1994), is characterized as a field which
is highly complex, visible, dispersion of authority, multiple objectives and
ambiguity about goals, and it is labour intensive. These characteristics therefore
make the field of educational policy so vast, varied, and difficult.
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1.1.23 2.3.3

Meaning and Scope of Universal Basic Education

This thesis study, as explained earlier, adopts the term ‘Universal Basic Education’
as “the provision of 9 years of access to formal basic education for all children
aged 6 to 14 years old through 3 years of Elementary Education from prep and
grades 1 and 2, and 6 years of Primary Education from grades 3 to 8” (DOE, 1991
and 1997). This definition, which is adopted from the formal structure of the
PNGBES comprises of 4 main component goals - access, retention, quality, and
equity.
In examining future propositions for improving UBE in PNG this analysis reviews
other UBE related concepts, goals, and strategies drawing especially from selected
examples from developing countries. Since the term UBE isfound to be
synonymously used with the terms ‘universal education' and ‘basic education' it is
necessary that these are defined and put into proper context.
2.3.3.1 Meaning and Scope of Universal Education
The term ‘pampaedia’ or universal education was first introduced by Comenius, a
seventeenth century philosopher (Sadler, 1966:189). According to Sadler (1966),
Comenius’s breakthrough in human thought assumes that "all human knowledge
could be given coherence, that all aspects of life could be integrated and that all
humankind could share in it – all things, in all ways, to all men” (Sadler,
1966:189).
Although, this view philosophically is relevant, it is however highly complex in
practical terms, especially in efforts to make education truly universal. For
example, Commenius’s view about the purpose of basic school and schooling is
further portrayed in the following statement:
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…the 'whole world is a school for mankind’ and the whole of life is a
school for the individual so the public school is really a workshop
(officina) set up by society in which thought, speech and action are
cultivated in all the young people of the whole village, town or
province and no person is left to live as a beast (Sadler, 1966:194).
Both global and individual country efforts towards the attainment of the goals of
universal education for all humankind which began since after World-War Two are
still continuing. For example, global initiatives such as the United Nation
Declarations on Human Rights in 1948, the Convention on the Rights of the Child
in 1989, and the 1990 Jomtien and 2000 Dakar World Commitments on Education
For All. In terms of individual countries, the Federated Republic of Nigeria, for
example, had in 1999 initiated a UBE Program as “a universal concept to ensure
that every Nigerian citizen enjoys the right to education” (Ogunronbi and Sanni,
2004:20). The United States Government of President George W. Bush in 2001 had
enacted a legislation on “No Child Left Behind” (USA Department of Education,
2001) in an attempt to ensure that every child in the USA receives an education.
The issue of universal education therefore is both a world-wide and an individual
county phenomenon. In view of this, Maurer (2000) for example calls for a longrange 21st century world-wide goal on universal education in stating that “by the
year 2099, every child, no matter how poor, in every country of the entire world,
should have access to free, state-sponsored education for 12 years” (Maurer,
2000:3).
In making this long-range universal proposition, Maurer (2000:3) further suggests
5 important factors through which both global and individual country initiatives
could be achieved. These are: (i) within a nation with sufficient means, the goal can
be achieved, and it has already been achieved in some nations; (ii) achievement of
the goal is a direct cause of the wealth of the nations that have achieved it; (iii) the
wealth of those nations is a direct cause of the prosperity of their citizens; (iv) all of
the peoples of the world can take pride in the contributions to worldwide learning
that have been made by their ancestors; and (v) outside direction of the effort to
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achieve educational goals in a nation from outside that nation, by other nations, has
been shown down through history to be futile. The goal of universal education
must therefore arise within the countries that wish to achieve it, through the efforts
of their own citizens.
The provision of universal education therefore involves both global and individual
country initiatives in efforts to ensure that entire populations of both individual
countries and globally receive some or all forms of education. Those efforts which
have been directed from outside have been found to be futile.

2.3.3.2 Meaning and Scope of Basic Education
The concept of basic education has had a long history. It has been given different
meanings according to different situations and periods of educational development
in different countries. This trend is particularly consistent with the analysis on the
development of basic education policies in PNG during the period 1870s to 1960,
as discussed earlier.
This trend is further revealed through the regional UNESCO conferences in
Mexico in 1979, Harare in 1982, and Bangkok in 1985 in which the ministers on
planning and education of Latin America, Africa and Asia reaffirmed the need to
“provide basic education for all in their respective regions in the form of ‘primary
education’ for children and ‘functional literacy skills’ for youths and adults”
(Ahmed and Carron, 1989:559). The meetings further recognized that basic
education for all is an essential prerequisite for an efficient and equitable
development process.
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In these contexts, the term basic education is defined as:

the short-hand description for a base or foundation of learning for
all citizens consisting of basic learning tools of reading, writing,
and numeracy as well as basic knowledge and skills for life as
defined in specific circumstances. It is also understood that upon
this foundation further learning opportunities have to be built which
can reach as wide a coverage of the population or as high a level as
the circumstances and resources of a country would permit (Ahmed
and Carron, 1989: 559).
An identical definition is further noted through the Draft Action Plan on Basic
Education adopted by the Canada International Development Agency (CIDA). It
defines the term basic education in terms of the ‘basic learning needs’, which
include:

…both essential ‘learning tools’ (such as literacy, oral expression,
numeracy problem solving) and the ‘basic learning content’
(knowledge, skills, values, and attitudes) required by human beings to
be able to survive, to develop their full capacities, to live and work in
dignity, to participate fully in development, to improve the quality of
their lives, to make informed decisions and to continue learning
(CIDA, 2001:4).
These descriptions therefore indicate that basic education is a base or foundation of
learning for all citizens and therefore should be seen as “a starting point rather than
an end result” (Sperling, 2001:1). It focuses on the acquiring of essential learning
tools (reading, writing, and numeracy) and basic learning contents (knowledge,
skills, values, and attitudes) required by all human beings in order to live, work,
and continue learning.
In developing strategies for provision of basic education, Ahmed and Carron
(1989:560), found the following were important common components in
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developing countries. These are: (i) the mastery of elementary literacy and
numeracy skills because they are the prerequisite for and application of other skills
and knowledge and they are also important in the formation of attitudes and values;
(ii) the mastery of basic knowledge and understanding of one’s everyday
environment, such as health, nutrition, environmental care, and social and political
relationships and changes that are specific to the lives of the learner’s specific
circumstances; (iii) the fostering of common attitudes, values, and ethical
principles; (iv) the developing of a common understanding of history and culture;
and (v) inculcating aesthetic appreciation, knowledge and skills.
Generally, these definitions and related descriptions about basic education are
consistent with those described earlier on specific education reform elementary and
primary education policies and strategies which were adopted and have been
implemented in the PNGSS.

2.3.3.3 Policies and Strategies on UBE in Developing Countries
The concept of ‘universal basic education’, as discussed above, derives its meaning
from both the terms universal and basic education. The term ‘universal’ is used in
the sense that all human knowledge is integrated and should be shared by all
humankind through the efforts of countries who want to achieve universal
education. It is also ‘basic’ because it provides a foundation for acquiring the basic
learning tools and basic learning contents required by all human-beings in order to
live, work and continue learning.
This study, as explained earlier, adopts a formal definition of UBE which is
obtained from the formal structure of the PNGBES and is comprised of 4 key
component goals including access, retention, quality, and equity. As discussed
earlier, a series of specific UBE policies and strategies have been implemented
based upon these set of goals which are the basis for this thesis research study. This
part of the analysis, in focusing on aspects of UBE improvement propositions for
the future, therefore expands the review on other UBE related policies and
strategies drawn especially from selected developing countries.
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The reviewed literature indicates that “the exact nature and content of UBE is
dependent upon the wide range of contexts, such as the political, cultural, socioeconomic and technological aspects of each society” (Ogunronbi and Sanni, 2004,
Ahmed and Carron,1989). These wide variations are further explained through this
analysis by the International Development Research Centre (1983) which indicates
that:

… most people take it for granted that UBE will entail compulsory
attendance, free of school fees, for a specified period, normally between
the ages of 6 and 12 in developing countries and between 6 and 16 in
developed countries and that the state has the obligation to make
schools accessible, attractive, and palatable to the learners. There are
however serious questions as to whether attendance to school should be
compulsory, whether schooling should be uniform, and even whether
schools provide the best approach to acquiring or providing education.
Very often these questions have answers that mean conflicts between
individual needs, family needs, community needs and national needs,
with national needs always seeming to prevail (International
Development Research Centre, 1983:8).
This statement particularly reveals many of the critical, but highly sensitive and
unanswered issues and contentions concerning UBE in PNG, in particular those
issues related to policies on 'free' and 'compulsory' UBE.
In a further related argument, a useful contrast can also be drawn, for example,
between PNG’s UBE model with the Nigerian model. The PNG model adopted a
formal concept of UBE which includes the age groups 6 to 14 years old in the
elementary and primary levels of education. It does not however include the issues
of free and compulsory education, as well as, informal and non-formal forms of
education. In contrast, the Nigerian concept of UBE includes “a universal, free and
compulsory education of 9 years spanning 6 years of primary and 3 years of junior
secondary education for every Nigerian child” (Ogunronbi and Sanni, 2004:20).
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The model further includes “a close articulation of the formal, non-formal, and
informal approaches and mechanisms for the awakening of an all-round
development of the human potential” (Ogunronbi and Sanni, 2004, Shuaib, 2000).
The Nigerian UBE model is particularly useful and is worth exploring by the
GOPNG, especially in its future efforts towards policies on free and compulsory
education and the close articulation between formal, informal and nonformal
systems of education.
Since many African countries have similar conditions as PNG, the Researcher
further obtained other UBE related concepts and strategies from this region. For
example, according to Olakuleihin (2003) and Aghenta et al. (2000), the concept of
UBE in many African countries entail “a strong emphasis on acquiring basic skills
of literacy, numeracy and essential life skills and learning-to-learn as the most
valuable end-result of education”. The term also is used as a synonym for
.'universal access' to school for all school-age children in terms of: “space,
mandatory attendance, mandatory grade 1 enrolment, universal literacy, and
universal free and compulsory school education” (International Development
Research Centre, 1983:7).
The International Development Research Centre (1983:7) suggests a range of
common UBE policies and approaches which are found in developing countries
and which commonly focus on 'universal access' to school for all school-age
children in terms of: (i) the capacity, within a network of primary schools, to
provide spaces for all school-age children; (ii) the mandatory attendance of all
school-age children for a stipulated period, which entails enacting a compulsory
attendance law; (iii) universal accessibility – geographic, socioeconomic, and
cultural to primary schools; (iv) enrolment of all school-age children in grade 1 of
primary schools, which may require physically bringing them to school; (v) the
capacity to provide enough grade1 places for the school-age group, regardless of
what happens later or what decisions have been made about compulsory versus
voluntary registration and attendance; (vi) universal literacy with instruction
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available to anyone, irrespective of age, and regularity of attendance; and (vii)
universal, free, and compulsory school education.
This comparative analysis shows wide variations in defining and determining the
particular meanings, policies and strategies on UBE depending upon the specific
contexts and circumstances of each society. Because of these, it is important that in
setting the goals for achieving UBE that it should be “clearly defined, easily
understood and accepted by the potential participants, arouse enthusiasm among
national and international leaders, and be as feasible with appropriate mobilisation
of efforts” (Ahmed and Carron,1989:562).
There are also special 'motives' or 'values' which trigger different countries in
defining and determining the particular meaning and scope of UBE for their
country. For example, PNG in the contexts of its limited resources and financial
capacity had (in changing its focus from UPE to UBE) systematically adopted the
education reform goals of access, retention, equity, quality, cost-effectiveness and
system efficiency. The review especially sourced from Auger (1977) as quoted by
the International Development Research Centre (1983:9) indicate that while
countries generally differ in their own motives, there however is a common
agreement that UBE is viewed as: (i) a human birthright for every citizen; (ii) a
promotion of equality among members of society; (iii) a weapon for eradication of
ignorance, poverty and disease; (iv) an instrument for development of national
identity and unity; and (v) a prerequisite for participation in politics, government,
national development issues and projects, and in further learning for individual and
social development.

2.3.3.4 Summary
This analysis generally has revealed widely varied perspectives and approaches in
defining and determining the concept, goals and strategies on UBE based upon the
specific circumstances and motives of different countries. As a developing country,
PNG through financial and resource assistance from the international donor
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community has initiated and is currently implementing a range of UBE policies and
strategies, which are subject of this study.
The analysis in expanding its focus on other future UBE improvement propositions
especially from selected developing countries has revealed an important range of
UBE related concepts, goals and approaches which are worth serious consideration
by the PNG authorities. Some of the key UBE related goals and approaches as
synthesized by this Researcher are summarized as follows. These include the need
to consider and explore policies on: (i) a universal, free, and compulsory UBE
which provide a close articulation between formal, informal, and non-formal
approaches and mechanisms; (ii) universal accessibility in terms of space and
mandatory attendance on the basis of geography, socio-economic, and ethnicity
and culture; (iii) universal literacy with instruction available to anyone, irrespective
of age, and regularity of attendance; (iv) a UBE approach which is not confined to
orthodox education agencies, but which requires the inputs of the socio-economic
development sectors; (v) a UBE approach which is a lot more than government
business, but that of non-government organisations and the entire society; (vi) a
UBE approach that is underpinned by the values of human rights, equity, and social
and economic development.
Further this review strongly supports the findings that there is little direct literature
on UBE including basic literacy and learning in developing countries, especially in
the South West Pacific and in particular PNG. Consequently, this research attempts
to address this gap in the literature, as it applies to PNG.
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2.4

PART THREE: INTEGRATED EDUCATIONAL POLICY
IMPLEMENTATION AND IMPROVEMENT ANALYSIS
PROCESS FOR PNG

1.1.24 2.4.1

Introduction

One significant contribution of this thesis, as alluded to earlier, is the systematic
design, development, and testing of a research-based model of Integrated
Educational Policy Implementation and Improvement Research Process (IEPIIRP)
in a developing country context and in particular PNG. As introduced earlier in
Chapter One, this unique model attests to the chosen aspects of a Two-Phased
Research Design in which it draws and builds upon relevant research design
elements obtained from Dunn’s (2003 and 1994) Integrated Policy Analysis
Process.
Consistent with this model, this Chapter has provided a comprehensive and
systematic process of literature review in which Part One of the review focused on
the detailed analysis of the chosen aspects of current and past educational policy
and UBE implementation policies and practices in PNG. The review process in Part
Two then provided a global perspective on future UBE improvement propositions
drawn especially from selected developing countries and international conventions.
This sub-section in particular builds on this model through translating the
accumulated body of policy-relevant information on the emerging key educational
policy concepts, goals, themes, and issues from the preceding analysis into a
Conceptual Framework of Integrated Educational Policy Implementation and
Improvement Analysis Process (CFIEPIIAP) for PNG. Following is a summary
outline of some of the defining elements of this framework.
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1.1.25 2.4.2

A Conceptual Framework of Integrated Educational Policy

Implementation and Improvement Analysis Process (CFIEPIIAP)
The literature review in Parts 1 and 2 of this Chapter, revealed a multiple and
complex range of educational policy and UBE related concepts, theories, goals,
practices, and issues. These data has been further synthesized and translated into a
CFIEPIIAP which is represented below in Figure 2.3.

Figure 2.3: An Integrated Educational Policy Implementation and Improvement Analysis
Process for PNG
FRAMEWORK OF UBE POLICY IMPLEMENTATION AND IMPROVEMENT PROCESS
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As with Dunn's (2003 and 1994) model of Integrated Policy Analysis Process this
conceptual (or theory-based) model generally represents those key factors which
impact upon UBE at different levels of the PNG society which were analysed in
Part One of the literature review process.
At the general level in the structure of the literature review process the analysis had
had systematically adopted both the retrospective, prospective, and integrated
policy analysis processes. These were:
1.

Part One: Present and Past UBE Implementation Analysis Process:
This part of the analysis is consistent with Dunn's (2003 and 1994)
Retrospective Policy Analysis Process in which the review was based upon
the analysis of historical and current knowledge about implementing
educational policy and UBE related goals, policies, and issues in PNG. The
analysis in particular addressed the issues which underpinned: (i) the
PNGNES aims and goals on UBE; (ii) the macro-level PNG settings; (iii)
the historical analysis of the eras educational policy development; and (iv)
the present PNGER goals, policies and practices on UBE.

2.

Part Two: Future Educational Policy and UBE Improvement
Perspectives: This part of the analysis is consistent with Dunn’s (1994)
Prospective Policy Analysis Process in which the review was based upon
the analysis of global knowledge about educational policy and UBE which
in particular were drawn from selected developing countries and
international conventions. The chosen issues addressed were: (i) the
meanings and characteristics of educational policy; and (ii) the various
meanings, scope, and strategies on UBE from chosen developing countries.

3.

Part Three: Integrated Educational Policy Implementation and
Improvement Research Process (IEPIIRP): This Part Three of Chapter
Two Analysis is consistent with Dunn’s (2003 and 1994) Integrated Policy
Analysis Process in which it effectively combines and provides an overall
summary analysis of the key findings emerging from reviewed literature in
both Part One and Part Two.
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At the more specific level of analysis the literature review process can be
represented through the Researcher developed labels 1, 2, 3, and 4 which represent
the following key practice-based and knowledge-based policy-relevant information
which, impact on UBE in PNG. These were:
1.

Context 1: UBE Policy Problems: this represents the core or central metaproblem contexts of this study. It involves a continuous process of defining
and refining what the research problem was and its specific components
through details on research objectives, background, questions, and methods.
It also involves defining and explaining those key concepts, themes, and
practices such as those related to educational policy and UBE which were
discussed in this Chapter. For example:
(i)

at the broad level of practice-based and knowledge-based analysis
these included: (i) goals and values; (ii) contents or knowledge; (iii)
human resources and capacity; and (iv) material resources.

(ii)

at the more specific level of analysis this study focused mainly on
the issues of: (i) access; (ii) retention; (iii) quality; (iv) equity; and
(v) system capacity.

2.

Context 2: School Learning Environment: as discussed earlier, both
cultural and formal knowledge is transmitted in schools through systems of
curriculum, pedagogy, and evaluation. Therefore to local school learning
processes and environments do shape and reshape the success or failure of
policy. The involvement of teachers in this study therefore provides an
important dimension about the school level realities in implementing
educational policy and in particular UBE. However, the knowledge or
content aspects of UBE, which constitute an important area for further
study, could not be addressed in this already large system-wide policy
related study.

3.

Context 3: PNG National Education System: the unified characteristics
of this system as discussed in the chapter were politically and
administratively managed through a highly decentralized forms of national,
provincial, district and local levels of governments thus incurring
considerable weaknesses in areas of lack of finance, leadership and
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management capacity, human and material resources. These issues, as
consistently found through the reviewed PNG education literature, seriously
block the effective implementation of UBE in PNG.
4.

Context 4: Macro-Level PNG Societal Systems and Conditions: as
consistently revealed in Chapter Two that the macro-level PNG societal
social, political, and economic systems and conditions to a considerable
degree is a greater part of and is shaped by: (i) the global knowledge; (ii) its
own community values and beliefs; and (iii) its historical knowledge and
practices. The preceding literature analysis for example revealed the
following important macro-level factors which block or impact on UBE in
PNG, which for example included:
(i)

Aims and Goals of Education in PNG: this approach identified,
defined and clarified the multiple and complex range of macro-level
PNG societal and education system related aims and goals related to
UBE. Consequently, the philosophy of IHD is the first and foremost
goal of the PNGNES consistent with the Aims and Goals of the
National Constitution of PNG. This goal now directs development of
educational policy in PNG. It also underpins the chosen goals of UBE
adopted by this thesis study, which are: access, retention, quality, and
equity.

(ii)

Social and Political Contexts: this relates to the analysis of: (i) the
National PNG Constitutional Aims and Goals; and (ii) the impacts of
PNG’s history, geography, social/cultural, political, and economic
systems and conditions on the development and implementation of
educational policy and UBE in PNG. The analysis revealed very
diverse, dispersed, and complex problems and challenges. Some of
these include: (i) young and struggling democracy; (ii) highly costly
and complex decentralized system of provincial governments and
local level governments; (iii) highly dispersed and isolated rural
remote populations; (iv) problems of general lack of ‘access’ to basic
services such as education, health, infrastructure and income earning
opportunities; (v) critical ‘social inequities’- high population growth
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rates, poverty, poor health and education services; disparities with
gender, poor and rich, urban and rural, and disadvantaged
populations.
(iii) Historical Knowledge: relates specifically to the historical analysis
of educational policy development patterns, policy themes, and trends
in PNG between early 1870s to the present time. The analysis in
particular revealed different levels and patterns of influences on UBE
exerted by different multiple and complex sources of: (i) authority;
(iii) finance and resources; (iii) macro-level PNG societal and global
forces. It further revealed trends in educational policy development
between the periods 1870s to the present time.
(iv)

Management Systems and Processes: relates to the analysis of the
various operating management systems and process within the
PNGNES. The review particularly focused on the various PNG
Constitution provision on: (i) the OLPGLLG (1995); (ii) the various
education legislations; and (iii) the roles and functions of national,
provincial, district and local levels of governments in implementing
education in PNG. The system is confronted with serious gaps and
weaknesses, both in terms of general lack of management capacity,
material resources, and finance and accountability.

(v)

Relevant and Quality Education: relates to the analysis of
development and issues concerning the relevance and quality of
education, including quality in-puts and out-puts associated with
curriculum, materials, teachers and teaching, and materials,
buildings and facilities. These aspects constitute a major component
of the PNGNES and in implementing the ongoing PNGERP. These
aspects could not be addressed in this already large study and it is
recommended that future studies be focused on quality inputs and
outputs aspects of UBE.

(vi)

Main Problems and Issues in Implementing UBE: this relates to
the analysis of some main problems and issues that block the
effective implementation of UBE within the PNGSS especially
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focusing on the goals and issues of - access, retention, quality, and
equity.
(vii)

PNG Education Reforms UBE Improvement Policies and
Strategies: this relates to the analysis of those adopted series of
UBE improvement policies and strategies which were obtained from
and are documented in the NEP 1995-2004 and which have been
implemented through the PNGERP. As noted earlier these aspects
are the subject of the this study.

5.

Future Educational Policy and UBE Improvement Perspectives From
Developing Countries: The process of literature review in Part Two
provided a search for global knowledge or policy-relevant information
about educational policy and UBE from selected developing countries. A
synthesis of the emerging key themes and issues obtained is summarised
and outlined below.
(i)

Educational Policy an Instrument of Public Policy: this analysis
views “educational policy as an instrument of public policy in which
it is not only concerned with its core business in “the maintenance,
transmission and recreation of cultural and formal knowledge”
(Bates, 1982, Prunty, 1984), but that “it also administers the
expectations and competing interests that the public and
governments have of education” (Taylor, et al. 1997, Kemmis,
1990). This process therefore makes educational policy as a vast,
varied, and highly complex enterprise. This is consistent with
Coombs’s (1994: 588-589) suggested characteristics of educational
policy as: (i) complex; (ii) visible; (iii) dispersion of authority; (iv)
multiple objectives ambiguity about goals; and (v) labour intensive.
Because of these, it is argued that “greater technical and intellectual
competency is an essential prerequisite for educational planning and
development. However, they are not sufficient conditions, unless
careful attention is paid to the structure of the society and the
attitudes, motivations and educational behaviours it generates in its
young are accounted for” (McNamara, 1987, Bacchus, 1987). “It is
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more effective, when it is part of an overall, well-defined
government philosophy” (McKinnon, 1976:189).
(ii)

Concept, Policies, and Strategies of UBE in Developing
Countries: this process defined the concept of UBE, as derived
from the terms ‘universal’ and ‘basic education’. It thereby adopts
the meaning of UBE as the provision of basic education (or base for
acquiring basic learning tools and learning contents) for all citizens
(or

humankind)

through

formal,

non-formal

and

informal

mechanisms. The analysis further provided an important range of
UBE policies and strategies that are relevant and should be strongly
considered by the GOPNG.
This systematic literature-based analysis has provided a comprehensive and
enriching theory-based model of CFEPIIAP in which an in-depth understanding of
those present, past and future related factors and issues impacting on UBE were
addressed. Given this conceptual and theoretical understanding the next sub-section
methodological design elements adopted by this study.

1.1.26 2.4.3

Two-Phased

Research

Design:

A

Model

of

Integrated

Educational Policy Implementation and Improvement Research
Process
The critical nature of UBE policy problems in PNG, as consistently found in earlier
analysis, essentially required both a critical assessment of the current situation and
determining ways of improving future practice. The study therefore adopted a
Two-Phased Research Design. In doing so, the Phase-One: Pilot Study was
specifically designed to explore and assess the current situation in implementing
UBE in PNG. This then provided the basis in which to test and determine a series
of future propositions and recommended actions for improving UBE in PNG in
Phase-Two: Main Study component.
In addition, the review of related literature found that “little has been written about
the Two-Phased Research Design” (Creswell, 1994 and 2003). The review
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therefore was drawn to the field of policy analysis through which Dunn’s (2003
and 1994) model of Integrated Policy Analysis Process was found to be particularly
relevant to the requirements of this research process and thereby adopted this
model as the defining element of this thesis.
The design and development of the Two-Phased Mixed-Methods Research Design,
as implied, effectively combines two distinct and interrelated research inquiry
strategies, which are explained in the analysis that follow with more details to be
provided in Chapter Three: Research Methodology. The design elements are: (i)
the Two-Phased Research Design; and (ii) the Mixed-Methodology Research
Design. The thesis therefore had gone further to transform Dunn’s (1994) model
into a research-based oriented model.
The relevant design elements are presented in a Chart Form below in Figure 2.4. It
includes the use of new names as labels to emphasise the specific focus and design
characteristics of the various research procedures and techniques used in the
conduct of this study.
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Figure 2.4: Integrated Educational Policy Implementation and Improvement Model
for PNG
EDUCATIONAL POLICY IMPLEMENTATION AND IMPROVEMENT RESEARCH PROCESS
PHASE-ONE: PILOT STUDY
ANALYSIS OF CURRENT UBE
IMPLEMENTATION

PILOT STUDY
OUTCOMES

PHASE-TWO: MAIN STUDY
ANALYSIS OF FUTURE UBE
IMPROVEMENT

Test future
propositions

Explore
current situation
Problem
structuring

PROBLEM FINDING

THESIS
OUTCOMES

Problem
structuring

UBE
POLICY
PROBLEMS

Problem
structuring

MAIN STUDY
OUTCOMES

PROBLEM SOLVING

Problem
structuring
Recommendations
Implementation

UBE
IMPROVEMENT
ACTIONS

Source: Adopted from Dunn, W. (1994). Public Policy Analysis: An Introduction. Prentice Hall, Inc. New Jersey, USA.

As already explained, the IEPIIRP integrates the operating styles and procedures of
the chosen aspects of Dunn’s (2003 and 1994) suggested forms of retrospective,
prospective, and problem-finding and problem-solving policy analysis processes.
At the general or inductive level of analysis then the IEPIIRP contains, from the
vertical portion of the diagram, the following key design elements. These elements
are:
1.

Phase-One: Pilot Study: this component of the thesis adopts the chosen
focus and design elements of Dunn’s (2003 and 1994) retrospective or
historical policy analysis process by exploring the chosen aspects of current
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and past educational policy problems and situations in implementing UBE
in PNG. The detailed analysis of the Phase-1 research results and findings
are contained in Chapter 4 of the thesis.
2.

Phase-Two: Main Study: this component of the thesis adopts the chosen
focus and design elements of Dunn’s (2003 and 1994) prospective or
futures policy analysis process by testing and determining a series of UBE
propositions and recommended actions for improving UBE within the
PNGSS. The detailed analysis of the Phase-2 research results and findings
are contained in Chapter 5 of the thesis.

In addition, the thesis further includes and combines the operating styles and
procedures involving Dunn’s (2003 and 1994) suggested forms of problem-finding
and problem-solving policy analysis processes, which, when viewed from the
horizontal portion of the diagram, include:
1.

Problem Finding: this thesis essentially was engaged in both conceptual
and theoretical activities across both phases of the study. For example, the
thesis in Phase-1 provides an exploratory analysis of the nature of the
educational policy problems and situations in implementing UBE in PNG
based upon the above stated multiple research objectives and research subquestions. The detailed analyses of these are provided in Chapters 2 and 4
of the thesis.

2.

Problem Solving: although, problem solving, according to Dunn
(1994:81), is essentially “a practical activity which involves the execution
and steering of a course of action over time”. This thesis in Phase-2 was
engaged in further conceptual and theoretical activity by way of testing and
analyses of a series of future propositions and recommended actions for
improving implementation of UBE within the PNGSS. These were based on
the above stated Phase-2 research objectives and research sub-question with
the detailed results and findings which are contained in Chapter 5 of the
thesis.
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At the individual or deductive levels of analyses, the thesis further adopted the
following renamed forms of policy-relevant informational components. These
were:
1.

UBE Policy Problems: the central focus of this thesis, as explained earlier,
is focused on the chosen aspects of related concepts, goals, policies and
problems of implementation and improvement of educational policy and
UBE in PNG.

2.

Phase-One: Pilot Study Outcomes: this component, which refers to
Dunn’s (1994) suggested form of policy performance, includes the series of
Consolidate Key Phase-1 Findings obtained from the analyses of the
combined qualitative and quantitative results. The set of findings include
the series of:
(i)

the educational policy problems and issues that hinder the effective
implementation of UBE in PNG. These include the series of; macrolevel PNG societal problems and issues; micro-level PNG education
organisational problems and issues;

(ii)

the tested total set of 70 Likert-based UBE policy implementation
items which include the results of the series of: the most important
UBE policy items by the PNG educators groups; the least important
UBE policy items by the PNG educators groups.

(iii)

the series of Phase-1 recommended UBE implementation actions;

(iv)

the development of a series of propositions for improving UBE in
PNG for further testing in Phase-2 of the study.

2.

Phase-Two: Main Study Outcomes: this component, which refers to
Dunn’s (1994) suggested form of policy futures, includes a series of the
Key Phase-Two Findings about a series of tested propositions for
improving implementation of UBE within the PNGSS. These findings were
obtained from the analysis of the set of quantitative results of:
(i)

the chosen aspects of demographic data relating to the performances
on student access and participation rates which include the series of:
(i) elementary education enrolment and participation rates; (ii)
primary education grades 1 to 6 Gross Enrolment Rates (GER) and
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Retention Rates (RR) by high, average, and below average
performing provinces.
(ii)

the tested total set of 68 Phase-2 UBE improvement proposition
items, which include the series of key filtered findings and results
of: (i) the most important UBE improvement proposition items by
the PNG educators’ groups; (ii) the most supported UBE
improvement proposition items by the PNG educators’ groups; and
(iii) the priority UBE improvement proposition items by the PNG
educators’ groups.

3.

UBE Improvement Actions: this component, which refers to Dunn’s
(1994) suggested form of policy actions, includes a series of recommended
actions for improving implementation of educational policy on UBE in
PNG through the combined analysis of the set of: (i) the consolidated Key
Phase-1 Findings; and (ii) the Quantitative Key Phase-2 Findings of top-5
most important, most supported and priority UBE improvement
propositions and actions.

4.

Thesis Outcomes: this component, which refers to Dunn’s (1994)
suggested form of policy outcomes, includes a series of ‘Out-Put-Based
High Priority Recommended Actions For Improving Implementation of
UBE Within the PNG School System’. These recommended actions more
specifically and strategically are based on gaining universal commitments
and actions by all key education stakeholders within the PNG society.
These include actions by: (i) the macro-level PNG society; (ii) the microlevel PNGDOE; (iii) the provincial divisions of education; (iv) the school
level; and (v) local community level.

This analysis certainly shows that the development and testing of the researchbased model of IEPIIRP provides one of the major contributions of this thesis. As
explained earlier, the chosen elements of some of the philosophical assumptions
(Carr, 1990) and relevant aspects of theory, practice, and approaches to educational
policy (Berkhout and Wielemans, 1999) relating to this thesis will be further tested
in Chapter Two.
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Generally, the adoption of the concept and design elements of the Integrated Policy
Analysis Process has contributed significantly to the design and conduct of this
research in which the study not only models the comprehensive and complex
nature of the two-phased mixed-methods inquiry strategies, but as well, its
significance in providing both conceptual, theoretical, and practical knowledge
aimed at resolving and improving educational policy and practice in PNG.
This study, as mentioned earlier, further employed within the Two-Phased
Research Model chosen elements of the Mixed-Methodology Research Strategy,
which are explained next.

1.1.27 2.4.4

Elements of the Mixed-Methods Research Design Across Two

Phases of the Study
This thesis integrates elements of both the Two-Phased Research Design and
Mixed-Methods Research Approaches. The expanded design elements which
incorporate the chosen mixed-methods approaches across the two phases of the
study are portrayed below a Chart form in Figure 2.5.
This Diagram basically illustrates the comprehensiveness and complex nature of
the Two-Phased Mixed-Methods Research Inquiry Strategy. It also shows the
systematic research process and the chosen qualitative and quantitative methods
and procedures used in the conduct of this study, as are indicated through the
numbering and the arrows. The investigation of the nature of UBE Policy Problems
in PNG, as explained earlier, is the central focus of this research. Because of this,
the arrows at all stages of the research process all point inwards to the innerfulcrum of the diagram. Based upon this research problem the Researcher first and
foremost began the process of defining and clarifying the Thesis Research Focus.
Some of the main aspects included identifying and defining the topic problem and
its related elements, especially in terms of the employment of the naturalistic PNG

111

research settings and multiple research objectives, research questions, research
participants and research methods.

Figure 2.5: Two-Phased Mixed-Methods UBE Implementation and Improvement

TWO-PHASED MIXED-METHODS UBE POLICY IMPLEMENTATION AND IMPROVEMENT
RESEARCH PROCESS

1. THESIS RESEARCH FOCUS
IMPLEMENTING AND IMPROVING
UBE IN PNG
PNGNaturalistic Settings
Multiple Research Objectives
Two-Phased Mixed-Methods Design

PHASE-ONE:
PILOT STUDY
ANALYSIS OF CURRENT UBE
IMPLEMENTATION

PHASE-ONE
2A. PILOT STUDY
FOCUS
Current UBE Implementation

4. THESIS OUTCOMES
UBE IMPROVEMENT
RECOMMENDATIONS
Combinequalitative &
quantitative outcomes

UBE
POLICY
PROBLEMS

PHASE-ONE
2B. PILOT STUDY
METHODS
Qualitativemethods
Quantitative methods

PHASE-ONE
2C.PILOT STUDY OUTCOMES
Combinequalitative &
PHASE-TWO: MAIN STUDY ANALYSIS OF UBE IMPROVEMENT ACTIONS quantitative results
PHASE-TWO
3C. MAIN STUDY
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3B. MAIN STUDY
METHODS

Quantitative results

Quantitative methods

PHASE-TWO:
3A. MAIN STUDY
FOCUS
Test UBE propositions

Research Process
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The second stage of the research process involved the focus, design, and conduct of
the ‘Phase-One: Pilot Study’ component. This involved the following series of key
research activities which were: (i) the development and presentation of the PhaseOne: Pilot Study Research Proposal; (ii) the methodology aspects in the
construction of the chosen research instruments, the ethical processes, and the
conduct of the field-study component in PNG: and (iii) the process of data analysis,
discussion and presentation of the research results and outcomes.
The third stage of the thesis research process involved the focus, design, and
conduct of the Phase-Two: Main Study component. The series of key activities in
this process involved: (i) the development and presentation of the Phase-Two:
Main Study Research Proposal; (ii) the ‘methodology’ aspects in the construction
of the chosen research instruments, the ethical processes, and the conduct of the
field-study component in PNG: and (iii) the process of data analysis, discussion
and presentation of the research results and outcomes. The fourth stage of this
thesis research process involves determining of the final Thesis Outcomes. This
process has involved the Researcher in a series of value-added researcher activities,
which include: (i) the combined analysis of the Phase-1 and Phase-2 research
findings; (ii) the determining of a series of high priority recommendations for
improving UBE in PNG; (iii) determine the Framework of Educational Policy and
UBE Implementation and Improvement Model for PNG; and (iv) summary,
conclusion and implications for further study.

2.4.4.1 Mixed-Methods Qualitative and Quantitative Research Approaches
The thesis further employed mixed-methods qualitative and quantitative
approaches both within and across the two phases of the thesis study, which are
now explained.
The mixed-methods research inquiry strategy involves “collecting and analysing
both quantitative and qualitative data in a single study or a program of study”
(Creswell, 2003:210), as well as, “within different stages of the research process or
across series of studies” (Tashakkori and Teddlie, 1998, Greene et al.,1989).
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Although “the use of mixed-methods can be complex and time-consuming”
(Thurmond, 2001, Porter, 1989), the Researcher was encouraged by the notion that
“if analysts seek to improve policy-relevant knowledge, they should employ
multiple perspectives, methods, measures, and data sources” (Dunn, 1994:6). This
view is further supported by Greene et al.(1989) and Cook (1985) in stating that
this approach “emphasizes enhanced validity via convergence of results from
multiple methods, theoretical orientations, and political and value perspectives”.
In addition to these, Greene et al. (1989:259) provided an excellent summary
outline of the purposes for mixed-methods designs, which include: (i) triangulation;
(ii) complementarity; (iii) development; (iv) initiation; and (v) expansion. A
summary description is provided below in Table 2.6.

Table 2.6: Summary Outline of Purposes for Mixed-Methods Research Designs
Purposes for Mixed-Method Research
Designs
 TRIANGULATION: seeks
convergence, corroboration,
correspondence of results from different
methods.

 COMPLEMENTARITY: seeks
elaboration, enhancement, illustration,
clarification of the results from one
method with results from the other
method
 DEVELOPMENT: seeks to use the
results from one method to help develop
or inform the other method, where
development is broadly construed to
include sampling and implementation,
as well as, measurement decisions.
 INITIATION: seeks the discovery of
paradox and contradiction, new
perspectives of framework, the recasting
of questions or results from one method
with questions or results from the other
method.
 EXPANSION: seeks to expand the
breadth and range of inquiry by using
different methods for different inquiry
components.

Rationale for Mixed-Method
Research Designs
To increase the validity of
constructs and inquiry results by
counteracting or maximizing the
heterogeneity of irrelevant sources
or variance attributable especially
to inherent method bias, but also to
inquirer bias, bias of substantive
theory, and biases of inquiry
context.
To increase the interpretability,
meaningfulness, and validity of
constructs and inquiry results by
both capitalizing on inherent
method strengths and counteracting
inherent biases in methods and
other sources.
To increase the validity of
constructs and inquiry results by
capitalizing on inherent method
strengths.

Literature Sources

To increase the breadth and depth
of inquiry results and
interpretations by analyzing them
from the different perspectives of
different methods and paradigms.

Kidder and Fine
(1987)
Rossman & Wilson
(1885)

To increase the scope of inquiry by
selecting the methods most
appropriate for multiple inquiry
components.

Madey (1982),
Mark & Shotland
(1987)
Sieber (1973).

Campbell & Fiske
(1959)
Cook (1985)
,Denzin (1978)
Shotland & Mark
(1987)
Webb et al. (1966)
Greene (1987)
Greene &
McClintock (1985)
Mark & Shotland
(1987)
Ross & Wilson
(1985)
Madey (1882)
Sieber (1973)
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Source: Adapted from Greene et al. (1989:259). Toward a Conceptual Framework for MixedMethod Evaluation Designs. Educational Evaluation and Policy Analysis, Vol.11, No.3, pp.255274.

Since then, some of the more recent reasons for mixed-method research designs
have emerged. For example, Sechrest and Sidana (1995) provide the following
reasons for mixed-methods research designs, which include: (i) for verification
purposes; (ii) to provide some basis for estimating possible error in the underlying
measures; (iii) to facilitate the monitoring of data collected, and (iv) to probe a
dataset in order to determine its meaning. A study by Dzurec and Abraham
(1993:76-77), also identified the following six ‘pursuits’ that link qualitative and
quantitative research which include the pursuit of: (i) mastery over-self and the
world; (ii) understanding through recomposition; (iii) complexity reduction to
enhance understanding; (iv) innovation; (v) meaningfulness; and (vi) truthfulness.
In addition to these, the literature on mixed-methods designs also make popular
references to, and sometimes use the term interchangeably with, the ‘concept’ and
‘process of triangulation’. For example, the term ‘triangulation’ refers to “the
combination of at least two or more theoretical perspectives, methodological
approaches, data sources, investigators, or data analysis methods” (Thurmond,
2001:1).
In view of these, there are distinct advantages about mixed-methodology designs
and the use of data triangulation procedures and techniques. However, Thurmond
(2001:4) warns that “these methods should be considered, only if strong
justification can be made for it, and that one is clear about what is to be gained
from this strategy in the study of a phenomenon”. Thurmond (2001:4) then
provides a list of some of the disadvantages of triangulation. These are: (i)
increased amount of time needed; (ii) difficulty in dealing with vast amount of
data; (iii) potential disharmony based on investigator biases and conflicts because
of theoretical frameworks; (iv) lack of understanding about why triangulation was
used; and (v) possible discontent with frequency with which triangulation is
employed- more is better, but may dilute possible effectiveness of results.
115

Other writers, such as Sohier (1988), Fielding and Fielding (1986) and Porter
(1989) add that “multiple methods may not compensate for a poorly designed and
conducted study” (Sohier, 1988), while there also is “potential of increasing error if
considerable thought and care is not maintained in planning and conduct of study”
(Fielding and Fielding, 1986). Further, dealing with “large amounts of data from
triangulation may lead to false interpretation of phenomenon being studied”
(Porter, 1989).
Therefore, “in order to successfully implement triangulation researchers must be
cognizant of and must acknowledge their epistemological preferences” (Porter,
1989) and “must collaborate during the entire study to effectively neutralize biases”
(Streubert and Carpenter, 1999, Beck, 1997).

2.4.4.2 Qualitative Research Approach
The term qualitative research is variously termed as the “constructivist or
naturalistic approach” (Lincoln and Guba, 1985), “the interpretative approach”
(Smith, 1983), “the post-positivist” (Cook and Campbell, 1979, Borg and Gall,
1989), or “the postmodern perspective” (Quartz, 1992).
In view of these, Denzin and Lincoln (1994: 2) provide a much more detailed and
encompassing multimethod perspective of qualitative research in stating that:

Qualitative research is multimethod in focus, involving an interpretive
naturalistic approach to its subject matter. This means that qualitative
researchers study things in their natural settings, attempting to make
sense of or interpret phenomena in terms of the meanings people bring
to them. Qualitative research involves the studied use and collection of
a variety of empirical materials – case study, personal experiences,
introspective,

life

story,

interview,

observational,

historical,

interactional, and visual texts – that describe routine and problematic
moments in individuals’ lives (Denzin and Lincoln 1994:2).
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According to Creswell (1998:14) most writers agree that “one undertakes
qualitative research in a natural setting where the researcher is an instrument of
data collection who gathers words or pictures, analyses them inductively, focuses
on the meaning of participants and describes a process that is expressive and
persuasive in language”.
These research approaches are based on human and social science traditions that
emphasis methods or types of data collection, analysis, report writing, or overall
design that include all phases in the research process. Among the qualitative
designs frequently found in human and social sciences, which are variously cited in
the

literature,

include

“ethnography,

grounded

theory,

case

studies,

phenomenological studies, and historical studies” (Creswell, 1994:11).
Given these differences and definitions it is important to understand the reasons
behind engaging in such a rigorous research design. Among the lesser reasons is
that “qualitative research should not be viewed as an easy substitute for a
‘statistical’ or quantitative study” (Creswell, 1998:16). Instead, as a rigorous form
of inquiry, researchers first of all must be willing and committed to do the
following, as described by Creswell (1998:16-17), which include: (i) commit to
extensive time in the field; (ii) engage in the complex, time-consuming process of
data analysis – the ambitious task of sorting through large amounts of data and
reducing them to a few themes or categories; (iii) write long passages, because the
evidence must substantiate claims and the writer needs to show multiple
perspectives, such as incorporation of quotes; (iv) participate in a form of social
and human science research that does not have firm guidelines or specific
procedures and is evolving and changing all the time.
The more important aspect is to determine whether or not there is a strong or
compelling reason(s) to undertake a qualitative study. Some of the key reasons,
according to Creswell (1998:17), should be based on: (i) the nature of the ‘research
question’, which should often start with question forms- a how or a what to
describe what is going on; (ii) the topic that needs to be ‘explored’- both in terms
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of identifying and defining variables and theories as well as in developing them;
(iii) the need to present a detailed ‘view’ of the topic; (iv) the need to study
individuals in their ‘natural settings’; (v) the interest in ‘writing’ in a literary style;
(vi) ‘sufficient time and resources’; (vii) the ‘audience are receptive’; and (ix) the
researcher’s role as an ‘active learner’ rather than as an ‘expert’ who passes
judgment on participants.
Consistent with these, this study, as is explained in the preceding chapters is
characterized by drawing upon and combining of multiple concepts, theories,
methods, and multiple participant’s views and attitudes from diverse and complex
naturalistic PNG education organizational and school settings. In terms of the
design of the set of 3 Research Sub-Questions, both sub-questions 2 and 3 elicit
and assess quantitative measures of participant's attitudes or opinions, while subquestion 1 provides a qualitative exploratory analysis of what is the nature of UBE
problems in PNG. The Researcher also was the instrument of data collection and
data analysis processes across the two phases of the study.

2.4.4.3 Quantitative Research Approach
The quantitative thinking, which comes from the “positivist tradition” (Smith,
1983, Creswell, 1994) is based on “scientific explanations” (Rescher, 1970) or
universal laws. It is also variously termed as “the traditional, the positivist, the
experimental, or the empiricist paradigm” (Creswell, 1994:4). Its main aims are “to
objectively measure the social world, to test hypothesis, and to predict and control
human behaviour” (Poggenpoel et al., 2002, Wallace, 1970). It “describes
phenomena in numbers, or statistics” (Krahwohl, 1993, Wiersma, 1995).
Quantitative methods consist of two types. The first is experiments. The second is
surveys. The experiments employ “random assignment of subjects to treatment
conditions and quasi-experiments use nonrandomized designs and include singlesubject designs” (Mertens, 1998, Keppel, 1991). This study, as is exemplified by
the adopted sets of Research Objectives and Research Questions, is not an
experimental study and therefore did not pursue this method. The survey research
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method, which is second type of quantitative method, was the chosen method
adopted and used in this thesis research study and is discussed in the next SubSection.

2.4.4.3 Survey Research Method
The chosen elements of the Survey Research Method used in the conduct of this
Two-Phased Mixed-Methods Thesis Research Study are now explained.
The term survey has different meanings. Punch (1998), for example, indicates that
"the word is sometimes used to describe any research which collects data
(quantitative or qualitative) from a sample of people" (1998:77-78). Surveys are
"commonly used in business and market research to advertise and promote business
interests, as well as, in political research to gauge public attitudes on social and
political issues" (Weisberg, et al., 1996: 4-5).
These forms of surveys are sometimes called "as 'status surveys', or 'normative
surveys' or 'descriptive surveys' and their main purpose is to describe some sample
in terms of simple proportions and percentages of people who respond in this way
or that to different questions" (Punch, 1998:78). In scientific research, the most
common forms of survey used are "an experimental survey’ or a 'Ex Post Facto
Survey Research' to study the relationships between variables" (Weisberg, et al.,
1996, Cohen and Manion, 1989).
Generally, however, surveys are used to “measure attitudes, opinions, or
achievements in any number of variables in natural settings” (Wiersma, 1995,
Mertens 1998). According to Weisberg, et al. (1996:13), ‘it is difficult to fit
everything that a survey can measure into a few categories, however, most things
that surveys are used to measure can be regarded as attitudes (or preferences),
beliefs (including predictions and assessment of importance), or facts (including
behavioural experiences). These measures, according to Weisberg, et al. (1996:15),
are used to address four broad classes of issues: (i) the prevalence of attitudes,
beliefs, and behaviours; (ii) changes in them overtime; (iii) differences between
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groups of people in their attitudes, beliefs and behaviours; and (iv) causal
propositions about these attitudes, beliefs and behaviours.
Generally, the survey research, according to Weisberg, et al. (1996:27), is a popular
research method. It permits researcher’s to measure the prevalence of attitudes,
beliefs, and behaviour; to study change in them over time; to examine group
differences; and to test causal propositions about the sources attitudes, beliefs, and
behaviour. While secondary analysis of existing surveys can sometime substitute
for collecting one’s own survey data, surveys, in any case, can have important
advantages over research methods and are therefore useful tool for social scientific
investigations.

1.1.28 2.4.5

Phase-One: Pilot Study Mixed-Methods Survey Research

The design and conduct of the Phase-One: Pilot Study component provides an
investigation of the present and past problems and situations in implementing the
GOPNG’s educational policy goal on UBE in PNG. Consistent with this, the
survey research method, as discussed above, was chosen as the most suitable
method for the design requirements of this thesis research study.
This method was chosen first of all to obtain and assess the views or attitudes of
the specifically chosen groups of practicing PNG educators about the true realities
of the present and past education policies and practices being implemented within
the PNGSS. The second most compelling reason, which also is consistent with the
employment of the mixed-methodology research design as explained above, was
not only to explore what was happening, but most importantly to gain an in-depth
and enriching knowledge about the nature of UBE policy problems in PNG.
The research approach therefore employed the ‘interview method, survey
questionnaires’, and ‘documentary data’ as the most suitable sources of data
gathering and data analysis methods in the conduct of this thesis research study.
These methods in particular were all employed in the Phase-One: Pilot Study
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component. The following data gathering and data analysis methods were chosen
and used, as is indicated below in Table 2.7.

Table 2.7: Phase-One: Pilot Study Mixed-Method Survey Research Approaches
Research Questions
1.Research Question 1:
What are the major
problems that hinder the
effective implementation of
UBE in PNG?

Data Sources
1. Interview

Types of Data
Open-ended
questions

Data Analysis Procedures
Interview transcripts
synthesis, categories

2.Documentary
data

Descriptive analysis

2. Research Question 2:
What are the most and least
important current UBE
policies and practices?

1. Survey
questionnaire

Review PNG
education policy
documents
Structured Likert
scale statements

Data coding
Five-Point Likert scale
measures
Descriptive statistics
Ranking process

2.4.5.1 Interview Method
The term ‘research interview’ is been defined as “a two-person conversation
initiated by the interviewer for the specific purpose of obtaining research-relevant
information, and focused by him/her on content specified by research objectives of
systematic description, prediction, or explanation” (Cicourel 1964, in Cohen and
Manion, 1989:307-308).
In view of this, the Researcher however chose "a less formal semi-structured openended interview method" (Patten, 1998:2). It was the most suitable and appropriate
method since it was specifically tailored toward “interviewing elites” (Weisberg, et
al. (1996: 111) or the top management executives of the PNGDOE. It is argued that
when interviewing elite groups it is important “to specifically tailor the interview to
suit their roles and purposes, to apply courtesy and avoid distractions, and
memorise and ask the questions, in whatever order, and make the conversation
flow” (Weisberg, et al.,1996: 111). This approach therefore allowed for “an open
situation, having greater flexibility and freedom” (Cohen and Manion, 1989,
Kelinger, 1970) while also respecting their status and busy work schedules. This
thesis research study therefore captures and contains significantly in-depth and
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enriching information about wide ranging issues on educational policy and UBE in
PNG which otherwise would not be obtained quantitatively. This approach further
established mutual trust and greater interview conversation between the researcher
and the chosen top management executive of NDOE.
The interview method in this study was underpinned by the following set of
research questions which were designed and constructed by the Researcher. These
were:
(i)

What are the major problems that hinder the effective implementation of
UBE in PNG?

(ii)

How clear is the concept and policies on UBE are being defined and
addressed under the current education reforms?

(iii)

What are some of the major strengthens in implementing the education
reform policies and strategies of the present elementary education system?

(iv)

What are some of the major weaknesses in implementing the education
reform policies and strategies of the current elementary education system?

(v)

What are some of the major strengths in implementing the education reform
policies and strategies of the current primary education system?

(vi)

What are some of the major weaknesses in implementing the education
reform policies and strategies of the current primary education system?

(vii)

What are some of the ways in which the GOPNG’s educational policy goal
on UBE should be improved in the future?

2.4.5.2 Survey Questionnaire Research Method
The survey research method, as explained earlier, is "the most popular research
method used to measure the prevalence of attitudes, beliefs, and behaviour; to
study change in them over time; to examine group differences; and to test causal
propositions about the sources of attitudes, beliefs, and behaviour" (Weisberg, et al.
1996:27).

122

The survey questionnaire method was employed firstly because it provided “the
most efficient, anonymous, and economical way to collect research data” (Patten,
1998:1-2). However, more importantly for the specific purposes of this thesis
study, was to assess the extent to which the current UBE policies and practices
were being implemented under the on-going education reforms in PNG. Survey
questionnaire methods also are commonly criticized for their particular
weaknesses. For example, “postal questionnaires, which are less costly and
commonly used in education research, are criticised for excessive nonresponse”
(Wiersma, 1986, Cohen and Manion, 1989) and “inaccurate responses provided by
some respondents” (Patten, 1998:3). Further, unlike interviews, “questionnaires
usually provide a ‘snapshot’ rather than a rich and in-depth picture of an area of
concern” (Pattern, 1998:3). Wiersma (1986:187) further adds that some of the valid
criticisms involving questionnaires include: (i) the questionnaire is poorly
constructed and conceived; (ii) it is used in a situation for which it is not
applicable. Therefore questionnaires require careful construction and organization,
and they should not be used if nonresponse is likely to be excessive.
In attempts to address these weaknesses, Davidson (1970), suggests that an ideal
questionnaire possesses the same properties as a good law:

It is clear, unambiguous and uniformly workable. Its design must
minimize potential errors, from respondents … and coders. And since
people’s participation in surveys is voluntary, a questionnaire has to
help in engaging their interest, encouraging their cooperation, and
eliciting answers as close as possible to the truth (in Cohen and
Manion (1989: 106).
This view is further supported by Punch (1998: 49) in stating that “good research
questions are clear, specific, answerable, interconnected and substantively
relevant”. Bad research questions do not satisfy one or more of these criteria.
Cohen and Manion (1989:108-109) add further that, a good questionnaire is likely
to elicit the type and range of responses anticipated by the Researcher and one way
to achieve this is that the framing and testing of questions should be undertaken
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prior the actual survey. They further suggest a list of ‘Avoid Questions’, which
include the need to avoid: (i) leading questions; (ii) highbrow questions; (iii)
complex questions; (iv) irritating questions; (v) negative form of questions; and (vi)
open-ended questions.
In view of these, the study designed and employed a structured survey
questionnaire which was underpinned by the following key Phase-1 Research SubQuestion Two: What are the most and least important and supported current UBE
policies and practices which are currently being implemented under the education
reforms in PNG?
This main guiding research question was underpinned by the following specific
sub-component questions which were used in the design and construction of the
survey questionnaire. These sub-component questions were:
(i)

To what extent is the concept of UBE understood and practiced within the
PNGSS?

(ii)

What level of importance and support has been given in implementing the
series of NEP 1995-2004 stated UBE policies and practices under the
current education reforms within the PNGSS?

(iii)

What are some of the reasons for the support and lack of support in
implementing the current UBE policies and practices?

2.4.5.3 Documentary Data
The Researcher was encouraged by the notion that “if analysts seek to improve
policy-relevant knowledge, they should employ multiple perspectives, methods,
measures, and data sources” (Dunn, 1994:6). However, the most compelling and
value-adding reason, basically was the need to provide for the first time an in-depth
assessment of the present and past UBE implementation and testing future
education and UBE related improvement policies and practices in PNG.
The process of gathering both historical and contemporary data is only possible
through engaging in documentary data sources. As evident through Part One of the
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Literature Review process, the study reviewed relevant materials concerning the
development and implementation of educational policy and UBE related concepts,
aims, goals, policies and strategies, and problems and issues over time in PNG.
This process is consistent with relevant literature on documentary data which
indicates that “documents are a rich source of data for social research which is
commonly used in various ways in social research” (Punch,1998: 190). It is
especially used in case studies or grounded theory studies in conjunction with
interviews and observations. When used in conjunction with other data, documents
can provide an important source of data triangulation in which different set of
methods and data types are intersected. Accordingly, Hammersley and Atkinson
(1995: 173) conclude that “documentary products are especially important for the
ethnographer in providing a rich vein for analysis”.
The chosen documents which were reviewed especially in Part One of the
Literature Review process, involved a range of GOPNG legislative documents,
commissioned reports, and PNGNDOE policy and planning documents. The main
documents reviewed were: (i) the PNG National Constitutional Planning
Committee Report (1974); (ii) the Ministerial Committee on the Philosophy of
Education for PNG Report (1986); (iii) the PNG Education Sector Study (1991);
(iv) the PNG Education Sector Resources Study (1995); (v) the Organic Law on
Provincial Governments and Local-Level Governments (1995); (vi) the Education
(Amendment) Act (1995); (vii) the Teaching Service (Amendment) Act (1995);
and (viii) the NEP 1995 – 2004 (1997)
The analysis of these documents were made with a view that “all documentary
sources are the result of human activity, produced on the basis of certain ideas,
theories or commonly accepted, taken-for-granted principles, and these are always
located within the constraints of particular social, historical, or administrative
conditions and structures” (Macdonald and Tipton 1996; Finnegan, 1996). Words
and their meanings depend on where they are used, by whom and to whom.
Meanings vary according to social and institutional settings, therefore documents
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and texts studies in isolation from their social contexts are deprived of their real
meaning.
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1.1.29 2.4.6

Phase-Two: Main Study Quantitative Research Methods

The design and conduct of the Phase-2 of this study was determined following the
Phase-1 Outcomes consistent with the adopted model. It therefore was specifically
designed to test and confirm or reject a series of Phase-1 pilot-tested and developed
propositions. Consequently, the quantitative survey research method as the most
appropriate strategy in which to test the attitudes or opinions of the chosen research
participants within the PNGSS, in terms of the level of importance and support
toward the proposed series of UBE improvement propositions.
Following this a quantitative research instrument constructed with the titled;
Propositions for Improving Universal Basic Education Survey Research
Questionnaire. The copy of this instrument is provided in Appendix (). In building
on the early outcomes or policy-relevant knowledge gathered in Phase-1, this
questionnaire was basically designed to the Phase-2 Research Sub-Question: What
do the PNG educator’s perceive are the most important and supported propositions
for improving UBE within the PNG school system?
The testing of responses to this research question basically involved employing a
Structured Survey Questionnaire which contained specifically designed and
constructed series of Likert Scale type statements. Further, the Survey
Questionnaire was designed in Three Parts to essentially address the stated and
adopted goals and issues of UBE in PNG by this thesis research study, which
include: access, retention, leadership and management aspects. The Three Parts
were: (i) the Propositions for Improving Access Aspects of UBE; (ii) the
propositions for Improving Retention Aspects of UBE; and (iii) the propositions for
Improving Leadership and Management Aspects. The detailed explanations about
the more specific research methods, procedures and techniques will be made
through the Methodology Chapter Three.
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6.4.6.1 Summary
This thesis provides an Integrated UBE Implementation and Improvement
Research Process in a developing country. This model has been tested and
developed through the design and conduct of this Two-Phased: Mixed-Methods
Research Study. The systematic process of Literature Review through this Chapter
consequently provides the key conceptual and methodological elements of this
unique and adopted model emerging from this research.
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CHAPTER THREE: RESEARCH METHODOLOGY
3.1 INTRODUCTION
This thesis integrates multiparadigm research perspectives and methodology in the
design and conduct of a large PNG education system-wide study. As explained
through the latter part of the preceding Chapter the study employed mixed-methods
qualitative and quantitative methods across the two phases of the research process.
This Chapter therefore discusses and provides justification(s) for the research
methodology constructed and used by this study. The term research methodology,
as described by Kaplan (1973), is used here to:

… describe and analyse the techniques and procedures used in the data
gathering and data analysis processes, throwing light on their
limitations and resources, clarifying their presuppositions and
consequences, relating their potentialities to the twilight zones at the
frontiers of knowledge. It is to venture generalizations from the success
of particular techniques, suggesting new applications, and to unfold the
specific bearings of logical and meta-physical principles on concrete
problems and suggesting new formulations (in Cohen and Manion,
1989:42).
There are Three Parts to this Chapter consistent with the adopted research model.
In Part One, an overview is made of the chosen design elements which
characterised the use of the two-phased mixed-methods research strategy. In Parts
Two and Three an explanation is provided of the chosen research population and
sampling methods and the qualitative and quantitative research methods of data
gathering and data analysis the across the two phases of the study.
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3.2

FRAMEWORK OF THE TWO-PHASED MIXEDMETHODS RESEARCH STRATEGY

1.1.30 3.2.1

Introduction

This study was designed and conducted in two phases using a mixed-methods
research strategy. As explained in Chapter Two, this two-phased design model was
initially adopted from Dunn’s (1994) suggested form of Integrated Policy Analysis
Process. This model was then transformed into the ‘Integrated Educational Policy
Implementation and Improvement Research Process' consistent with the design
elements of the mixed-methods research strategy which was represented earlier in
Figure 2.5.
This Figure summarises the complex nature of the Two-Phased Mixed-Methods
research design within which the investigation of the chosen aspects of ‘the UBE
policy problems’ were carried out by this study. The conceptual and theoretical
assumptions which underpin this model were explained in Chapter Two, whilst the
methodological perspectives are now addressed in this Chapter.

1.1.31 3.2.2

Investigating the UBE Policy Problems

The investigation of ‘the nature of UBE policy problems’ in the PNG education
contexts were a central focus of this study. This problem has been investigated
through a Two-Phased Mixed-Method Research Design. The Phase-1 provided an
exploration of the current and past problems and situations in implementing UBE
in PNG. The Phase-2 then tested and determined future propositions and
recommended actions for improving UBE within the PNGSS.
The problems of UBE are widely varied and highly complex. Because of this, the
Researcher chose to investigate only the formal aspects of the chosen concept and
policy goals of UBE which were determined by the GOPNG, which included issues
related to "access, retention, quality, and equity" (DOE, 1991 and 1997). An
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overview of the contexts within which these chosen aspects of UBE policy goals
and problems have been investigated in this study is now presented.

1.1.32 3.2.3

Multiple and Complex PNG Education Settings

The discussions that follow report on the design and conduct of a large systemwide focus of this thesis study. The study is based within the diverse, dispersed,
and complex PNG educational policy settings within which UBE has been
implemented throughout the country. Because of these complexities, the
Researcher chose to employ multiple research participants, questions, and methods
are now are described.

3.2.3.1 Multiple Research Participants
The implementation of the GOPNG’s policy goal on UBE, as explained in Chapter
Two, is determined by the macro-level PNG’s cultural, social, political, legal, and
administrative systems and conditions. In this context, the term ‘implementation’ is
defined here as “the faithful fulfillment of policy intentions by public servants”
(Calista, 1994: 118).
Since policy intentions and policy implementation are widely varied because of
very diverse and complex PNG contexts it was deemed appropriate to engage those
‘information-rich’ (Wiersma, 1995: 298) population of the PNG senior national
and provincial education administrators and selected sample of teachers. These
groups of practising PNG educators (or public servants) were purposefully chosen
as those with current and well-informed knowledge and understanding about
educational policy and UBE within the PNGSS.
A summary of the role contexts of the chosen PNG educators who were engaged in
the study is provided below.
1.

The senior national education administrators: this group involved the
engagement of the entire population of the senior level education
administrators of NDOE who are based at the education headquarters in
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Port Moresby. The group was comprised of the secretary for education and
those directly below this position including the deputy secretary, first
assistant secretary, and assistant secretary level positions. This group was
directly responsible for setting the national criteria and quality standards
and monitoring of educational policy, planning, curriculum, examinations,
certification, registration, inspections and teacher training requirements for
the PNGNES;
2.

The senior provincial education administrators: this group involved the
engagement of the entire population of the heads of education divisions in
the 20 provinces of PNG. They effectively manage and implement all
aspects of elementary, primary, secondary, and vocational education, except
curriculum as required by the OLPGLLG (1995).

3.

The selected sample of primary teachers: this group was chosen and
engaged by this Researcher through the use of “cluster sampling and
multistage extreme-case and typical-case sampling methods” (Wiersma,
1995, Fink, 1995). They were especially chosen because of their current and
past knowledge and experiences in implementing aspects of UBE policies
and practices at the local primary school level.

The selected sample of elementary teachers: this group was chosen and engaged by
this Researcher through the use of the same sampling methods as the primary
teachers. They were especially chosen because of their current and past knowledge
and experiences in implementing aspects of UBE policies and practices at the local
elementary school level. The detailed explanations about the chosen survey
sampling methods and techniques which were used in the study will be discussed
later in this Chapter.
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3.2.3.2 Multiple Research Questions
This study is conducted in two phases in which the Phase-1 investigated the current
and past UBE implementation problems and situations in PNG and then in the
Phase-1 the research tested future propositions and recommended actions for
improving UBE. The data gathering and data analysis processes across the two
phases of the study were guided by the use of the following main research question
with a related set of sub-questions.

1.

Main Research Question:
What are the best ways of improving the implementation of the GOPNG’s
policy goal on UBE in PNG?

2.

Research Sub-Questions: Phase-One: Pilot Study:
1

Research Sub-Question One: Phase-One: Pilot Study: What do
selected PNG educator’s perceive are the major problems that
hinder the effective implementation of the GOPNG’s policy goal on
UBE within the PNGSS?

2

Research Sub-Question Two: Phase-One: Pilot Study: What do
selected PNG educator’s perceive are the most important and
supported series of UBE policies and practices that are currently
being implemented under the ongoing education reforms and the
NEP 1995-2004?

3.

Research Sub-Question: Phase-Two: Main Study:
3.

Research Sub-Question Three: Phase-Two: Main Study: What do
selected PNG educator’s are the most and least important and
supported propositions for improving UBE within the PNGSS?
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3.3

PHASE-ONE: PILOT STUDY RESEARCH METHODS

1.1.33 3.3.1

Introduction

The Phase-One: Pilot Study provided an exploration of the present and past
problems and issues in implementing the GOPNG’s educational policy goal on
UBE in PNG. The components of the multiple survey methods developed by this
Researcher for the process of data collection and data analysis are as follows:- (i)
the research population and sampling methods; (ii) interview; (iii) documentary
data; and (iv) questionnaire. Each aspect is now explained.

1.1.34 3.3.2

Research Population and Sampling Methods

This study employed multiple research participants. The chosen sampling methods
that were used included: (i) the selection of the entire population of the senior
national and provincial education administrators; and (i) the cluster sampling and
multistage sampling methods in the selection of the sample of primary and
elementary teachers. The summary Table 3.1 below provides the total planned
research population and sample of the respondents.

Table 3.1: Summary of Planned Respondents
Multiple Research Participants
Total Survey
Total Surveys
Population
Sent
17
1. National Education Administrators
17
20
2. Provincial Education Administrators 20
334
3. Primary Teachers
16,927
72
4. Elementary Teachers
3,816
Total 20,780
443
Source: The NDOE approved Organisational Structure of 2000 provides a total of 17 National
Senior Education Officer’s positions. The 20 provinces of PNG provide the total of provincial
education administrators. For total teachers refer to the Facilitating and Monitoring Unit State of
Education Report 2001, Department of Education, Waigaini, PNG.
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3.3.2.1 Population of Senior National Education Administrators (SNEAs)
The engagement of this group effectively provided in many ways the most
significant element of this study in that it comprised the ‘top’ executives and senior
level education administrators in the PNGDOE. This group collectively provided
significant knowledge and expertise on matters related to education and in
particular UBE in PNG. Their perspectives especially on aspects about initiating
and framing of national level policy intent, criteria, and their coordination,
monitoring, and evaluation provide very important aspects in the analysis of results
from this study. The composition of this important group and the actual responses
received and analysed by this Researcher is given below in Table 3.2.

Table 3.2: A Summary Composition of the SNEA’s Group

Education Administrator Positions
1. Secretary for Education
2. Deputy Secretary for Education
3. First Assistant Secretary
5. Assistant Secretary
Total

Total Population
1
2
4
10
17

The group also was the most accessible as they were all based in a central location
in Port Moresby. The Researcher, during the Phase 1 field-study, had ready access
and face-to-face contacts with individuals in the group including the hand-delivery
and return of the completed survey questionnaires.

3.3.2.2 Population of Senior Provincial Education Administrators (SPEAs)
The participation of the entire population of the SPEA’s group provided what was
considered the second most important element of this thesis study.

Their

involvement further broadened the scope of this study to provide an analysis of
senior management level perspectives about educational policy and UBE across the
20 provinces of PNG. The SPEAs are the key authority figures in the
administration of elementary, primary, secondary, technical and vocational levels
of education, except curriculum, under the requirements of the OLPGLLG (1995).
They therefore collectively provided current and well-informed knowledge about
educational policy and UBE at the provincial level.
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1.1.35 3.3.3

Survey Sampling Methods

The second method employed was a 'sampling' of the large groups of primary and
elementary teachers in selected provinces and schools. A “sample is a subset of the
population to which the researcher intends to generalize the results. To do this, the
researcher required the sample, or the individuals involved in the study, to be
representative of the larger population” (Wiersma, 1995: 283). This part of the
analysis therefore discusses the chosen aspects of the sampling methods used in the
selection and participation of the primary and elementary teachers in this study.

3.3.3.1 Determining the Sample Size
The crucial question in the design and conduct of a survey research is: How many
observations are needed in a sample so that generalizations can be made about the
entire population? According to Rea and Parker (1997:114-127), the answer to
this question “is by no means clear-cut; it requires the careful consideration of
several major factors. Among these include an assumption that "the greater the
level of accuracy desired and the more certain the researcher is able to infer from
the sample to the entire population, the larger the sample must be”.
Fink (1994: 1-2) adds further that “the best representative sample lies in the
accuracy with which they represent, or mirror the target population. The target
population consists of the institutions, persons, problems and systems to which or
whom the survey findings are to be applied or generalized”. Rea and Parker (1997:
114-127) suggested two interrelated factors that the researcher must address before
proceeding with the selection of the sample size: (i) level of confidence; and (i)
confidence interval. They further explained that the level of confidence represents
the risk of error the researcher is willing to accept in the study. Given time
requirements, budget, and the magnitude of the consequences of drawing incorrect
conclusions from the sample, the researcher will typically choose either a 95
percent level of confidence (5 percent chance of error) or a 99 percent level of
confidence (1 percent chance of error).
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In the contexts of the very diverse, dispersed, and complex PNG school situations
in which the intended sample of teachers is located, this Researcher selected a 5%
error of margin (or 95% level of confidence) as more appropriate. Also, "the 5%
margin of error, in most cases, are satisfying and generally between 3% to 5% are
satisfactory for proportional data” (Rea and Parker, 1997: 116).
The selection of the sample size is directly related to the accuracy of the sample
mean as an estimate of the true population mean. In this regard, Fink (1995:28)
indicated for example that “when the sample size reaches 30 or more participants,
the distribution of the sampling means has the shape of a normal distribution. This
is true no matter what the shape of the frequency distribution is of the study
population, as long as a larger population is selected”. This therefore indicated that
the sample means tend to gather closer around the true population mean with larger
samples and less variation in what is being measured. A common measure of
variation from the mean is 'standard deviation'. From this perspective, Rea and
Parker (1997: 115) added further that, “in any given sample standard deviation, the
larger the sample, the smaller the standard error. Conversely, the smaller the
sample size, the larger the standard error” (Rea and Parker, 1997: 114-127).
While standard deviation is a common measure of dispersion or spread of data
around the mean, the standard error of the mean describes the sampling error or
the standard deviations of the means in a sampling distribution (Fink, 1995:70). As
will be explained later, the Likert scale statistical measures of mean and standard
deviation are important measures used in this study. Both measures therefore have
an important bearing on the chosen size of the sampling of both primary and
elementary teachers engaged in this study. The summarised figures, in Table 3.1
above, show figures above 30 participants. The size of the sample of primary
teachers is much larger.
There also are many factors that affected the amount of error or chance variation in
the sample. Apart from "nonresponse, these include the design of a sample
including the size" (Fink, 1995:42), as well as, “method of selection and selecting
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from unbiased sources, costs, and time and effort to obtain sample data” (Wiersma,
1995:296). In view of these, the researcher considered and adopted the following
guidelines in the selection of the sample size, as was suggested by Rea and Parker
(1997: 116), and which included:
(i)

The greater the consequences of generating data that might lead to incorrect
conclusions, the greater the level of confidence the researcher should
establish. In practical terms this was a choice between the 95% and 99%
levels of confidence.

(ii)

In most cases, the researcher should be satisfied by choosing the 95%
confidence level, which involves a 5% risk that the confidence interval is
incorrect.

(iii)

In establishing the margin of error or confidence interval, the researcher
will generally find 3 to 5 percent to be satisfactory for proportional data.
Interval data margins of error must be established on a case-by-case basis
depending on the unit of measurement, magnitude and the range of
particular variable.

Fink (1995:35-45) provided the following checklist of factors to consider when
calculating sample size. These are (i) assemble and clarify all survey objectives.
questions, or hypothesis in which each should contain the independent and
dependent variables; (ii) identify subgroups; (iii) identify survey types and data
collection needs; and (iv) check the survey resources and schedule.
This study, as will be discussed later, dealt with the Likert scale measures of mean
and standard deviation. The Researcher therefore chose to accept a 95% level of
confidence (or 5% margin of error) to appropriately account for the widely varied
and difficult PNG research conditions and chance variations in sampling design,
size, biases and non responses.
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3.3.3.2 Cluster Sampling of Primary and Elementary Teachers
The engagement of the selected sample of elementary and primary teachers from
selected provinces and schools throughout the country further characterised this
thesis as an education system-wide study. More importantly, the views of teachers
provided practical knowledge about the true realities of implementing educational
policy and UBE at the local level primary and elementary schools.
The 'cluster sampling' (Wiersma, 1995, Fink, 1995) method was chosen and used
as the most appropriate in the selection of the sample of primary and elementary
teachers in this study. This selection was mainly based on the widely varied,
dispersed, and complex PNG settings in which teachers in PNG are located and
work in schools. This method was then used as the basis through which other
"multistage sampling" (Fink, 1995:15) such as extreme-case and typical-case
sampling methods were drawn by this Researcher.
According to Fink, (1995) "cluster sampling is used in large surveys in which you
start with a naturally occurring constituency (such as a country, province or school)
and then select from among the clusters and either survey all members of the
selection or randomly select from among them" (Fink, 1995:15). Multistage
sampling is an extension of cluster sampling in which clusters are selected and a
sample drawn from the cluster members by simple random sampling. Cluster
sampling and multistage sampling are efficient ways of collection survey
information when it is either impossible or impractical to compile an exhaustive list
of the units comprising the target population. (which was the situation created by
the PNGES). Wiersma (1995:293) added that "in cluster sampling, the actual
sample size may not be known until the sample is selected because clusters usually
are not the same size and the final sample size depends on those clusters that are
randomly selected".
However, it was accepted that, whatever the sampling unit was used, it was
important to know that as the size of the cluster increased, the sample size also
becomes larger, since all members of a selected cluster are increasingly contained
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in the sample. The sampling unit should therefore be carefully selected and welldefined so that there was no confusion as to what comprises a cluster.
The chosen sample of teachers in this study were drawn from primary and
elementary school teachers who were widely spread across the 20 provinces and
schools throughout PNG. Although the Researcher was able to obtain the total
numbers of teachers by province, it was extremely difficult to obtain the same data
by schools. As such, probability sampling by total teacher numbers and schools
was not practical or possible within this PNG environment, and teacher numbers
also were widely varied across provinces and schools because of the differences in
the levels of schools and student enrolments.
Consequently, the total of 20 provinces of PNG was used as the most appropriate
cluster from which this Researcher randomly selected 8 out of the 20 provinces to
be engaged by this study. The decision to select 8 was chosen following the criteria
established by this Researcher in which at least two provinces by geographic
regions from each of the four major regions of PNG were to be selected. The
regions were: (i) Southern (or Papua); and New Guinea Coastal (or Momase); (iii)
New Guinea Islands; and (iv) New Guinea Highlands.
Despite the use of the cluster sampling method the 8 sampled provinces still
provided large total teacher numbers which not only were difficult to be handled by
a single research study within the available time and resources, but as well, the
numbers widely varied between provinces and schools. Consequently, the
Researcher used “a sampling fraction to determine the ratio of sample size to
population size, expressed as n/N” (Wiersma, 1995: 290). According to Wiersma
(1995: 290), the sampling fraction is the ratio of sample size to population size,
expressed as n/N. For a simple random sample, the sampling fraction equals the
probability of any member of the population being selected for the sample”.
The Researcher therefore determined the fraction 1/10 (or 0.1) as the most
appropriate measure, since it is easy to deal with and was also the next rounded
figure from the decision that 8 Provinces were used as the cluster sample size. This
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fraction was used to select the sample of primary and elementary teachers
especially in the 8 clustered sampled provinces. For example, the method involved
the selection of 1/10 of 6000 primary teachers (rounded figure) in the 8 sample
provinces which equaled 600 teachers (1/10 of 6000 teachers = 600). The figure for
the chosen sample of elementary teachers for example were 1/10 of 1200 in the 9
sampled provinces which equaled 120 (1/10 of 1200 = 120). Based on this figures,
the Researcher then used a ‘typical-case sampling’ method (Wiersma, 1995: 300)
in which a group of typical clusters of primary and elementary schools were then
selected by the Researcher to finally determine which primary and elementary
teachers were then to be engaged in this study.
Consequently, the chosen 8 provinces out of the total 20 which were engaged in the
study are identified in Table 3.4 by bold prints and a star. However, it should be
noted that because of the widely varied and complex PNG settings as further
reflected by the GER and RR measures it was considered that these measures alone
were inadequate in terms of selecting the ‘extreme-case’ provinces.
The Researcher therefore was guided by the following set of criteria, which are
explained as follows:
(i)

Geographic Measures: Because of the very diverse, dispersed, difficult
geography PNG is divided into 4 main regions within which the 20
provinces are normally grouped. These groups are: (i) the Southern
Region (or Papua); (ii) New Guinea Coastal (or Momase); (iii) New
Guinea Highlands; and (iv) New Guinea Islands. In addition, the
Researcher further considered other geographic factors such as the
differences in terms of: advantage and disadvantage provinces; resource
rich and poor provinces; and isolated maritime and isolated inland
provinces. The use of this criteria therefore is consistent with the
discussions in Chapter Two that educational policy and system
outcomes in PNG, including this set of GER and RR measures generally
are affected by the macro-level PNG’s geography, history, culture,
social, political and economic systems and conditions.
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(ii)

Generous Financial Support by the PNG Government: the field-study
component of this study in PNG was generously funded by the GOPNG in
which this Researcher made field-visits and had face-to-face contacts with
selected research respondents to at least 7 out of 8 selected provinces. This
basically accounts for the generally positive response rates by the selected
sample of primary and elementary teachers. Without this PNG Govt.
funding it certainly would be extremely difficult to engage in such a largescale research study.

The chosen 8 cluster sampled provinces by the 4 main regions of PNG are shown
below in Table 3.4. The chosen provinces are underlined and marked by bold prints
and stars.
Table 3.3: Selection of the 8 Cluster Sample Provinces by Geographic Regions of PNG
Southern Region
Highlands Region
Momase (NG Coastal) Islands Region
Southern Highlands
Sandaun*
Western*
Manus*
Gulf
East Sepik
New Ireland
Enga*
National Capital
Madang
Western Highlands
East New Britain*
West New Britain
Central*
Morobe*
Simbu*
Bougainville
Milne Bay
Eastern Highlands
Oro

The geographic regions of PNG were:
(i)

the Southern Region: Western and Central

(ii)

the Highlands Region: Enga and Simbu

(iii)

the New Guinea Coastal Region: Sandaun and Morobe

(iv)

the New Guinea Islands Region: Manus and East New Britain

This analysis therefore explains the logic that the use of random sampling methods
alone was considered quite inadequate in choosing a large and multiple research
sample which involved diverse, widely varied, and complex naturalistic situations.
In order to appropriately account for these differences this study has used multiple
sampling methods such as the cluster sampling, statistical fraction, and sensitivity
geographic sampling methods.
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Despite the use of these methods, it was still not practical to deal appropriately with
the widely varied, dispersed and complex school locations and teacher numbers.
This Researcher therefore further employed a ‘typical- case sampling’
(Wiersma,1995:300) method, which is now explained.

3.3.3.3 Typical-Case Sampling of Primary Teachers by Schools
The term typical case sampling is used “to select units that are considered typical
of the phenomena under study” (Wiersma 1995:300). This method was applied to
complement the extreme case sampling method in which a group of 'typical
schools' were identified and selected as representative by geographic locations.
This "view assumes that certain groups or clusters of schools would be similar in
many ways and therefore typically face and deal with similar problems" (Wiersma
1995:300).
Consequently, at least 3 typical elementary and 3 typical primary schools each
representing urban, semi-urban/rural, and remote locations from each of the 8
cluster sampled provinces were selected. The Table 3.4 below provides a summary
sample of the primary schools with the actual responses from teachers that were
received and analysed by this Researcher. The Researcher developed ‘code names’
of schools have been used in order to maintain anonymity.

Table 3.4: Summary Sample of Primary Schools and Teachers by Provinces and Schools
Extreme Sample
Total
Urban &
Sample
Total
Provinces
teachers by rural
schools
teachers by
province
schools
653
Rural
CeMane
18
1. Central
Rural
CeTau
10
Rural
CeHisu
9
Urban
CeIob
11
631
Urban
SaVan
21
2.Sandaun
SemiSaDup
21
Rural
SaBar
15
736
Urban
EnWab
28
3. Enga
Rural
EnSar
9
Rural
EnAge
9
867
Urban
SiKun
25
4. Simbu
Rural
SiKu
14
Rural
SiAgl
9
1738
Urban
MoHuo
30
5. Morobe
SemiMoBut
25
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6. East New Britain

946

7. Manus

275

Total

5846

Rural
Rural
Rural
Urban
Urban
Sem-rural
Rural

MoBub
ENBTav
ENBVun
ENBMal
MaMan
MaLom
MaNar
22 schools

20
7
11
13
15
10
4
334

Source: For provincial staffing data, see Facilitating and Monitoring Unit (2001). State of Education in PNG
Report 2001, Department of Education, Waigani, PNG. For individual school figures, these were obtained
from school staffing list supplied by the principals during the field-study in schools.

The researcher also predicted some non-responses from this sampled group of
primary teachers, due to widely varied circumstances and difficulties in provinces
and schools. Because of this, the Researcher adopted some adjustments to
appropriately address the different circumstances encountered during the fieldstudy process. Among the key areas addressed for example were:
(i)

the challenges of a typical remote school: these type of schools, in the
PNG contexts, , normally refers to those schools which are located furthest
away from a nearest district post or station. These schools can only be
reached by modes of walking, climbing rugged mountains, swimming
across rivers and swamps, and by canoes to remote isolated islands. Many
of these schools operate with very little or no form of access to basic
services, such as shops, markets, health centres, postal and other
communication media. Because of these, the criteria of engaging a typical
remote school was dropped and instead the Researcher included an
additional rural school.

(ii)

semi-urban or semi-rural schools: these type of schools also are classified
differently by different provincial and city/town boundary authorities. The
Researcher however considered that semi-urban or semi-rural schools are
those which are located within 10 to 15 kilometres out of the town
boundaries. Also, since these schools were assumed by this Researcher to
encounter quite similar circumstances as urban schools sampling
preferences were then given to distant rural schools.

(iii)

rural schools: the schools engaged in this study were those that were
accessible by road. However, not all rural schools are accessible by road.
This Researcher used a 4 wheeled-drive vehicle in which it took between 1
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to 4 hours to reach some of the chosen distant rural schools. Because of the
long distance travels it was not possible within the available time and
resources to conduct field-study in all the chosen schools.
Consequently, the sampled schools and in particular teachers actually engaged in
this study were mainly located in urban, semi-urban/rural, and accessible rural
areas. It was practically difficult within the time and resources available to do any
typical remote schools. In addition, the Researcher was only able to conduct fieldvisits to only 7 of the 8 sample provinces, because of the difficulties associated
with domestic air travel flight cancellations, delays, availability of hire vehicles,
provincial and school level commitments, and school closures.

3.3.3.4 Typical-Case Sampling of Elementary Teachers by Schools
The elementary teachers were engaged to gain their opinions about the extent to
which the newly introduced elementary education policies and practices were being
implemented at the school level. A summary sample of the elementary schools
engaged in this study is provided below in Table 3.5. The Researcher developed
‘code names’ of schools have been used in order to maintain anonymity.
Table 3.5: Summary Sample of Elementary Schools and Teachers by Provinces and Schools
Extreme-case
Total elem.
Urban &
Sample elem.
Total quest.
sample
teachers by rural
schools
sent
provinces
province
Rural
CeTau
2
1. Central
312
Rural
CeHis
2
Urban
CeIob
2
95
Urban
SaVan
4
2. Sandaun
Semi-rural SaDup
3
Rural
SaBar
3
183
Urban
EnWab
6
3. Enga
Rural
EnSar
4
Rural
EnAde
3
184
Urban
SiKun
7
4. Simbu
Rural
SiUr
3
Rural
SiAgl
3
137
Urban
MoBum
5
5. Morobe
Semi-rural Mokam
3
Rural
MoBub
3
184
Rural
EnbTav
3
6. East New Britain
Rural
EnbBit
3
Urban
EnbMal
4
40
Urban
Maman
4
7. Manus
Rural
MaNar
3
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Semi-rural MaLom
6
Total
1135
21 schools
72
Source: For provincial staffing figures, see Facilitating and Monitoring Unit (2001). State of
Education in PNG Report 2001, Department of Education, Waigani, PNG. For individual school
figures, these were obtained from staffing lists supplied by principals during the school field-study.

Similar trends, as commented earlier about the wide variations in primary teacher
numbers, were further noted with elementary teacher numbers. For example, the
rural village-based elementary (or vernacular) schools are usually small with 2 to 3
teachers compared to the bigger urban schools. The schools only operate on a 4
hours of formal instructional time usually between 8 am. to 12 pm.

3.3.3.5 Conduct of Field-Study in the PNG Education and School Settings
This study, was based within the naturalistic PNG education organizational,
provincial, and school settings. Because of this, and following the approval of the
Phase-1 Research Proposal by the UOW Research Ethics Committee and the
Research and Evaluation Committee of PNGNDOE, this Researcher returned to
PNG to conduct the initial field-study component of this thesis.
The field-study was conducted in October and November of 2001. This followed
approval of the Research Proposal by NDOE who also provided the generous and
required funding with which this Researcher conducted and obtained field-study
data in the actual research sites. The field-study component involved at least three
interrelated categories of research activities. The first set of activities involved this
Researcher in the process of consultations with relevant education authorities. For
example, the Researcher had arranged and held initial meetings with the Secretary
for Education and the senior management staff of NDOE, as well as, made verbal
and written consultations with the provincial education administrators. This process
also included the preparation, printing, and production of the questionnaires,
research information sheets, consent forms, other correspondences, and pre-paid
stamped envelops. Following these, all relevant research materials were then put
into envelopes and distributed during the process of data gathering.
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The second category involved the Researcher to travel and gather the required
field-data in the sampled provinces and schools. This followed an approved
schedule of field-visits with appropriate funding by NDOE based on the domestic
air travel arrangements to sample provincial destinations. The third most important
activity for undertaking the Phase-1 involved this Researcher to review and gather
documentary data relating to the chosen GOPNG legislations and education policy
and planning documents, reports and other literature sources based on the stated
objectives of this study.

1.1.36 3.3.4

Methods of Data Collection and Data Analysis

The Phase-1 of the study used multiple research participants, questions, and
methods in which required data was gathered about the present and past
educational policy problems in PNG and as well assessed the status of
implementing UBE policies and practices within the PNGSS. The investigations
were based on the following set of Research Sub-Questions. These were:
1.

Research Sub-Question One: What do selected PNG educator’s perceive
are the major problems that hinder the effective implementation of the
GOPNG’s policy goal on UBE within the PNGSS?

2.

Research Sub-Question Two: What do selected PNG educator’s perceive
are the most important and supported series of UBE policies and practices
that are currently being implemented under the ongoing education reforms
and the NEP 1995-2004?

The interview, documentary data, and questionnaire were chosen and used by this
Researcher as the most appropriate data collection and data analysis methods in
Phase-1 of the study. The questionnaire was used as the primary source of data
collection for all research respondents, while interview was specifically tailored for
the top management executives of NDOE. The documentary data was employed as
a secondary source to obtain present and historical data about educational policy
and UBE in PNG.
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The data collection sources, types, and related data analysis procedures to be
addressed in this Sub-Section are summarised below in Table 3.6.
Table 3.6: Phase-One: Pilot Study Mixed-Method Survey Research Approaches
Research Questions

Data Sources

Types of Data

1. Research Sub-Question 1:
What are the major problems that
hinder the effective
implementation of UBE in PNG?

1. Documentary
data

Review PNG and
education policy
documents

2. Interview

Open-ended
questions

1. Questionnaire

Open-ended
Fixed-alternatives
Likert scale

2. Documentary
data

UBE access and
participation rates

2. Research Sub-Question 2:
What are the most and least
important current UBE policies
and practices?

Data Analysis
Procedures
Descriptive analysis
Key categories - themes
and issues
Interview transcripts
Data synthesis and
categories
Five-Point Likert scale
measures
Analysis of variance
Descriptive statistics
Ranking process
Descriptive statistics

A detailed explanation to justify the selection and use of these methods in the
process of data collection and data analysis is made in the analyses that now
follow.

3.3.4.1 Documentary Data From PNG Education Sources
The need to gather as much policy-relevant knowledge about the present and past
educational policy and UBE implementation aspects in PNG was amongst the key
objectives in the design and conduct of Phase-One: Pilot Study.
The process of gathering both historical and contemporary data was only possible
through engaging in the review of the chosen series of PNG education
documentary data sources which this Researcher was able to undertake within this
study. This process was consistent with relevant literature which stated that
“documents are a rich source of data for social research which is commonly used in
various ways in social research” (Punch,1998:190). It is especially used in case
studies or grounded theory studies in conjunction with interviews and observations.
When used in conjunction with other data, documents can provide an important
source of data triangulation in which different set of methods and data types are
intersected. Accordingly, Hammersley and Atkinson (1995:173) concluded that
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“documentary products are especially important for the ethnographer in providing a
rich vein for analysis”.
This study in particular reviewed relevant PNG education data sources on
educational policy and UBE documents which have already been referred to in the
Literature Review Chapter. Some of the key sources that were reviewed include:
(i)

the National GOPNG legislative documents and commissioned reports; the
key sources reviewed included: (i) the PNG National Constitutional
Planning Committee Report (1974); (ii) the Ministerial Committee on the
Philosophy of Education for PNG Report (1986): (iii) the Organic Law on
Provincial Governments and Local-Level Governments (1995); (iv) the
Education (Amendment) Act (1995); and (v) the TSC (Amendment) Act
(1995); and

(ii)

the PNGDOE policy and planning documents: the key sources reviewed
include: (i) the Education Sector Study (1991): (ii) the Education Sector
Resources Study (1995); and (iii) the NEP 1995 – 2004 (1997).

The NEP 1995-2004 in particular was the key source which this Researcher used to
obtain majority of the set of current UBE related policies and practices which were
tested and analysed in Phase-1. Further details are included in the summary outline
of the set of Likert scale UBE items contained in the Phase-1 questionnaire
instrument.

3.3.4.2 Interview Data Gathering and Analysis
The term research interview is defined as “a two-person conversation initiated by
the interviewer for the specific purpose of obtaining research-relevant information,
and focused by him/her on content specified by research objectives of systematic
description, prediction, or explanation” (Cicourel 1964, in Cohen and Manion,
1989:307-308). This method was specifically chosen and used to elicit and assess
the attitudes or expressed views of the top management executives of NDOE, as
shown above in Table 3.2. The development of the questionnaire and interview
questions will now be described.
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A total of 3 semi-structured open-ended interviews was conducted by this
Researcher within the time and resources available. The interview data were
obtained from the secretary for education, a deputy secretary, and a first assistant
secretary. The Researcher chose to use "a semi-structured open-ended
questionnaire" (Patten, 1998:2) as the most suitable and appropriate method since it
was specifically tailored toward “interviewing elites” (Weisberg, et al. (1996: 111).
It is argued that when interviewing elite groups it is important “to specifically tailor
the interview to suit their roles and purposes, to apply courtesy and avoid
distractions, and memorise and ask the questions, in whatever order, and make the
conversation flow” (Weisberg, et al.,1996:111). This approach allowed for “an
open situation, having greater flexibility and freedom” (Cohen and Manion, 1989,
Kelinger, 1970) while also respecting the status and busy work schedules of the top
management executives. Consistent with these principles, the Researcher prepared
a set of ‘open-ended questions’ based on the set of Research Sub-Questions 1 to 3,
as are described below in Table 3.7.
Table 3.7: Outline of Interview Questions Based on the Key Research Sub-Questions
of the Study
Main Research Sub-Questions

Interview Questions

1. Research Sub-Question One:
Phase-One: Pilot Study: What are
the major problems that hinder the
implementation of the GOPNG’s
policy goal on UBE within the
PNGSS?

1. What are the major problems that hinder the effective
implementation of UBE in PNG?

2. Research Sub-Question Two:
Phase-One: Pilot Study: What are the
most important and supported series of
UBE policies and practices that are
currently being implemented under the
ongoing education reforms and the
NEP 1995-2004?

3. What are some of the major strengthens in implementing
the present elementary education policies and practices?

2. What views do you hold about the concept of UBE that is
currently addressed under the current education reforms?

4. What are some of the major weaknesses in implementing
the present elementary education system?
5. What are some of the major strengths in implementing the
present primary education policies and practices?
6. What are some of the major weaknesses in implementing
the present primary education policies and practices?

3. Research Sub-Question Three:
Phase-Two: Main Study: What are
the most and least important and
supported propositions for
improving UBE within the PNGSS?

7. What are some of the ways in which the PNG
Government’s educational policy goal on UBE should be
improved in the future?
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These set of questions were produced in an interview questionnaire format and
were given to the respondents in advance together with a request for their consent
for the use of an audio-recorder and the most suitable time in which to conduct the
interview. The interviews were conducted in the office environment of each
interviewee which were audio-recorded and which lasted between 30 to 40
minutes.
Basically, the audio-recorded interview data specifically obtained the “knowledge,
feelings, opinions, and values of a group of elites” (Fink, 2003:63) i.e. the top
management executives of the PNGNES. The Researcher then transcribed wordfor-word the responses from each respondent based on the questions asked. The
transcribed data then was used to identify key categories of emerging PNG
educational policy and UBE related themes, issues, and strategies.
In the analysis of results in Chapters 4 and 5, the Researcher extracted relevant and
related actual quotes from the transcribed data. This was especially done to
confirm and substantiate research claims or arguments especially in triangulating
between qualitative and quantitative analysis of research results and findings.

1.1.37 3.3.5

Questionnaire Data Gathering and Analysis

The ‘questionnaire’ was used as the primary data gathering method to obtain and
assess the attitudes or opinions of the chosen PNG educators in responses to the
Phase-1: Research Sub-Question Two: What are the most important and supported
series of UBE policies and practices that are currently being implemented under
the ongoing education reforms and the NEP 1995-2004?
The items developed for use in the questionnaire, were obtained largely from the
PNG NEP 1995-2004 and other related PNG education policy documents and the
knowledge and experiences of this Researcher. Consistent with the design of
multiple research objectives, questions and research participants the questionnaire
logically included multiple open-ended, fixed-alternative, and scale items. Also
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because of the different roles and work locations of the chosen PNG educators the
questionnaire was logically structured and sequenced to account for these
differences.

3.3.5.1 Characteristics of an Ideal Questionnaire
This part of the analysis explains the chosen questionnaire design and construction
elements and the related data analysis methods. An ideal questionnaire, according
to Davidson’s (1970), possesses the same properties as a good law in which “it is
clear, unambiguous and uniformly workable” (in Cohen and Manion (1989: 106),
and it is specific, answerable, interconnected and substantively relevant”
(Punch,1998: 49). Its “format should be attractive and straightforward, with the
items ordered in a logical sequence. Responding to the items should be convenient
and without confusion” (Wiersma, 1995:186).
Consistent with these requirements, the Researcher designed and employed a
combination of “open-ended, fixed-alternatives, and scale items” (Cohen and
Manion, 1989:312-323) in order to provide a more balanced questionnaire then
using only a single type item.

The “open-ended items are those which the

respondent construct a response with freedom of expression, although responses
sometimes tend to be inconsistent in length, content, and susceptible to
misinterpretation” (Wiersma, 1995:181). In order to avoid the use of lengthy
sentences, this study used only a few short open-ended response items from listing
or writing of one word to less than two sentence responses. The “fixed-alternative
or selected-response items allow the respondents to choose from two or more
alternatives” (Wiersma, 1995, Cohen and Manion, 1989). This “type of items
although take longer to construct, the data produced are straightforward and less
time-consuming to tabulate, and enhance consistency of response across
respondents” (Wiersma, 1995: 181). This study used responses such as yes/no,
ticks and crosses, and agree or disagree items.
The primary source of data obtained through the questionnaire was through the
scale items. The “scale is a set of verbal items in which a respondent is asked to
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indicate degrees of agreement or disagreement along a scale of fixed-alternatives.
In this context, the use of scale can involve attitudes scales, rank-order scales, and
ratings scales” (Cohen and Manion, 1989:314). This study used the Likert scale
which "works particularly well in the context of a series of questions or statements
that seek to elicit attitudinal information about one specific subject matter" (Rea
and Parker 1997:60). Also “extensive research indicates that since 1930 other item
types have been developed to measure attitudes, however, none are clearly superior
to Likert-type items, which are easy to write and easy for respondents to
understand” (Patten, 1998: 34).
Altogether, the Researcher obtained and developed a total set of ‘70 UBE policy’
related Likert scale items, which were obtained mainly from the NEP 1995-2004,
other PNG education policy documents and developed through the Researcher’s
knowledge and experiences. The Likert scale items were designed in particular to
elicit the perceived attitudes of the respondents about the levels of importance and
support in implementing the chosen series of UBE policies and practices based
upon their knowledge and experiences. The Researcher elected to use the FivePoint Likert Scale Measures since this is the most common and appropriate
descriptor than the 7-point scale” (Patten, 1998:34). In view of this, the following
range of scale measures was determined by the Researcher and range descriptors
are described below.
Point 5 = Most Important and Most Supported.
Point 4 = Important and Supported
Point 3 = No Opinion or Not Sure
Point 2 = Unimportant and Unsupported
Point 1 = Least Important and Least Supported
The Researcher further chose to use the presence of ‘no opinion’ or ‘not sure’ (or
neutral and undecided) as a middle choice in order to appropriately account for
those who may wish to remain neutral or may not be sure about a particular item
and thereby decide not to commit themselves either positively or negatively. This
is consistent with the related literature which states that “when ‘neutral’ or
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‘undecided’ is used as a choice, it should be listed as a middle choice since these
choices are not equivalent to ‘don’t know” (Patten, 1998:35).

3.3.5.2 Questionnaire Design and Construction
The design and construction of the questionnaire took special account of the
multiple research objectives, the different roles and work locations of the
respondent groups, and the use of multiple items. The questionnaire therefore was
logically sequenced with sub-sections using key UBE policy themes and the
research respondent’s roles.
In partial summary, this design approach first of all addressed the need to obtain all
necessary and required UBE data from the senior national and provincial education
administrators who were the key respondents in this study. The second task
involved extracting the relevant sub-sections which contained the specific primary
and elementary policies and practices especially required for the chosen sample of
primary and elementary teachers. In addition, each sub-section had an introductory
statement to briefly inform respondents about a particular problem area which
required to elicit their views or opinions which was then followed by a series of
open-ended and Likert scale items.
In addition, the Researcher also took special account of the inclusion of least
possible amounts of 'personal details of respondents'. As such, the questionnaire
design did not require much personal or professional details of the respondents
except their current roles and work locations for the purposes of data analysis and
reporting. The respondents therefore ticked the appropriate boxes which identified
only their roles and name of province and school.
A summary outline of the key categories which comprised the questionnaire is
provided below in Table 3.8 to emphasis the key sub-sections.
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Table 3.8: Summary Description of Key Questionnaire Categories and QuestionTypes
Key
Questionnaire
Categories
1. Introduction
2. Personal Details

Details of Multiple Open-Ended and Likert Scale Items

Explanation about the research problem and the aim of the questionnaire
1.1 Tick current role
1.2 Write province name and school name
3. Open-Ended Questions: About Your Views on Problems of UBE
3.1 What are the main obstacles that prevent achievement of UBE
3.1.1 List at least 3 main problems that prevent the achievement of UBE.
3.1.2 List at least 3 important ways in which UBE should be improved.
4. Likert Scale Items: About Your Views on Government Policy on UBE
No.
Items
4.1.1 Importance of UBE as a priority
5
4.1 Views about UBE
4.1.2 Understanding the meaning of UBE
4.1.3 Understanding the goals of UBE
4.1.4 Understanding purpose of UBE
4.1.5 Level of support for UBE
5. Likert Scale Items: About Your Views on Roles of Implementing UBE
3
5.1 Province roles and 5.1.1 Adequacy of provincial source of financing UBE
5.1.2 Adequacy of provincial education board imposed fee limits
support for UBE
5.1.3 Level of support for UBE in provinces
3
5.2 District & LLG roles 5.2.1 Awareness of roles
5.2.2 Level of support from district education officials
and support
5.2.3 Adequacy of support from LLGs
6
5.3 Community roles and 5.3.1 Level of community involvement in school
5.3.2 Community support in kind and cash
support
5.3.3 Role of local church in school
5.3.4 Provision of land
5.3.5 Level of parental support
5.3.6 Level of parent’s interest in child’s schooling
8
5.4. Role of school boards 5.4.1 Role of elementary school boards
5.4.2 Role of primary school boards
5.4.2.1 school plans
5.4.2.2 school maintenance
5.4.2.3 board meetings
5.4.2.4 manage school finances
5.4.2.5 promote school ethos
5.4.2.6 provision of security
5.4.2.7 monitor discipline in school
6. Likert Scale: About Your Views on Management and Coordination of UBE
5
6. 1 Management and 6.1 Level of elementary coordination
6.2 Understanding of elementary roles
Coordination
6.3 Adequacy of elementary supervision
6.4 Adequacy of primary inspection visits to schools
6.5 Adequacy of supervision of teachers in primary schools
7. Likert Scale Items: About Your Views on Financing of UBE
7
7.1 Adequacy of finance 7.1 Adequacy in managing finance
7.2 Adequacy of sources of financing UBE
sources
7.2.1 school fees
7.2.2 provincial grants
7.2.3 LLG grants and fees
7.2.4 national government education subsidy
7.2.5 donor support
7.2.6 self-reliance sources
7.2.1 Level of support for school fee policy
5
7.2 School fee policy
7.2.2 parents ability to afford and pay school fees

155

7.2.3 adequacy of policy guidelines to manage school fees
7.2.4 problems of school fees deter children from entry to school
7.2.5 problems of school fees cause children to drop out of school
7.3 National education 7.3.1 Adequacy of national education subsidy policy
7.2.2 Adequacy of subsidy to support UBE
subsidy policy
7.3.3 Adequacy of subsidy criteria for elementary schools
7.3.4 Adequacy of subsidy criteria for primary schools
7.3.5 Level of support for direct payment of subsidies to schools
7.3.6 Proper budgeting, use, and reporting of subsidy funds
8. Open-Ended Items: About Your Views on Primary Education Policies
8.1 List successful and least successful current primary education policies and practices
8.1.1 List at least 3 successful primary education policies
8.1.2 List at least 3 least successful primary education policies
8.2 Likert Scale Items: About Your Views on Primary Education Policies
8.2 Attitudes to Primary 8.2.1 Observed adjustment of student’s leaving school after gr. 8
8.2.2 Importance of females to complete grade 8 education
System
8.2.3 Observed adjustment of females after leaving grade 8
8.2.4 Understanding the importance of primary education
8.2.5 Policy on UBE to primary grade 8
8.2.6 Policy on the ‘top-up’ primary system
8.2.7 Observed adequacy of primary teaching
8.2.8 Diploma trained teachers cope with teaching at grades 7/8
8.2.9 Primary grades 7/8 same as high school grades 7/8
9. Open-Ended Items: About Your Views on Elementary Education Policies
9.1 List successful and least successful current elementary policies and practices
9.1.1 List at least 3 successful elementary policies and practices
9.1.2 List at least 3 least elementary education policies and practices
9.2 Likert Scale Items: About Your Views on Elementary Education Policies
9.2 Importance of present 9.2.1 Attitudes in student’s attendance to school
9.2.2 Attitudes towards vernacular learning in elementary schools
Elementary policies
9.2.3 Importance of the new elementary education system
9.2.4 Importance of the 3-year elementary system
9.2.5 Policy on elementary entry at age 6
9.2.6 Policy on 4 hours formal teaching each day
9.2.7 Policy on vernacular learning in school
9.2.8 Policy on criteria for elementary teacher selection
9.2.9 Adequacy of the 3-year mixed-mode elementary training
9.2.10 Policy on the elementary pupil/teacher ratio
9.2.11 Policy on multi-grade teaching
9.2.12 Observed adequacy of elementary teaching

6

9

12

Refer to Appendix 4 which provides full detailed descriptions about this Survey
Questionnaire including the sub-sections which were used to obtain data from the
chosen research participants.
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3.3.5.3 Validation of the Questionnaire
The questionnaire items were obtained mainly from creditable sources including
the PNG National Education Plan 1995-2004 and other PNG education policy
documents. The Researcher also further tested the ‘clarity’ and ‘understanding’ of
the items especially in the PNG contexts. This process was conducted with 4 key
national education reform technical officials within NDOE who had broad and indepth knowledge about the overall planning, management and implementation of
the education reforms and UBE throughout the country. The officials were asked to
go through the questionnaire and indicate through ticks (for clear and easy to
understand) and crosses (unclear and difficult) items, as well as, add any other
relevant items and/or indicate those that were irrelevant. Consequently, significant
improvements were made to the questionnaire in terms of: (i) clarity and language
use; (ii) some irrelevant and/or repeated UBE items were discarded or merged; and
(iii) some new UBE items were added, especially those that were emerging in the
process of the ongoing education reforms.

3.3.5.4 Questionnaire Data Analysis
The analysis of the questionnaire data involved analyzing the multiple responses
from the entire population of senior national and provincial education
administrators and selected sample of primary and elementary teachers. It further
involved analysing multiple items including open-ended, fixed-alternatives, and
Likert scale items. Supported by generous funding from the GOPNG the
Researcher effectively gathered the required questionnaire data through face-toface field-study contacts with research respondents in the sampled provinces and
schools.
In view of the large questionnaire responses the Researcher first of all developed ‘a
data coding system’ in which all fully completed questionnaires, which were used
and analysed in this study, were allocated ‘a code-name’. These were based on the
particular chosen roles and locations of the respondents and according to the
sampled provinces and schools. The Researcher then analysed the set of fixed-items
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about the personal details of the respondents, especially in terms of their current
roles and locations of work were tabulated.
Consistent with the sets of open-ended and Likert scale items the Researcher then
employed multiple qualitative and quantitative methods and techniques in
analyzing the questionnaire data. The responses from the set of open-ended items
which required the respondents to list at least 3 UBE related problems and
improvements were analysed according to a range of key categories of UBE policy
‘themes’ and ‘issues’ developed by this Researcher. These in turn were tabulated
into simple measures of ‘central tendency’ (total scores, mean, median and mode)
in order to determine the most and least occurring UBE problems at different levels
of the PNG school system. The analyses of the related Phase 1 results are provided
in Chapter Four
The adopted Five-Point Likert Scale Measures which were used extensively in the
questionnaire was the primary source of data analysis in Phase-One: Pilot Study.
The Statistical Package for Social Sciences (SPSS) computer software was used by
the Researcher to tabulate and compute the required data. The analysis of
respondent’s attitude measures technically included the measures of ‘central
tendency’ (mean and standard deviation), and the ‘analysis of variance’ (ANOVA).
The analysis of variance in particular was used to obtain the percentage attitude
scale. These were selected to be the most relevant and appropriate analysis
measures and were used consistently across the two phases of the study.
In addition, relative to the actual measures of central tendency (mean and standard
deviation) and variability of results obtained from the different respondent groups
appropriate adjustments were made to the original 5-Point Likert Scale Measures.
As a result, the analysis of the comprehensive sets of quantitative data were based
upon the “Adjusted 5-Point Likert Scale Attitude Measures” developed by this
Researcher. The overall summary of these set of corresponding measures are
outlined below in Table 3.9.
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Table 3.9: Summary Description of the Original 5-Point Likert Scale Measures and the
Adjusted Measures
Original 5-Point Likert Adjusted 5-Point Likert Scale Attitude Measures by Percentage
Scale Attitude Measures
Range
1. Point 5 = Most Important Point 5: Mean Score 5.00 = Perfect Mean or 100% Achievement.
and Most Supported.
2. Point 4 = Important and Point 4: Mean Scores 4.00 – 4.99 = Most Important and Supported UBE
Supported
Items. The rates range between 80% - 99.99%
3. Point 3 = No Opinion or
Not Sure

Point 3: Mean Scores 3.125 – 3.99 = Moderately Important and
Supported UBE Items. The rates range between 62.5%- 79.99%

4. Point 2 = Unimportant and
Unsupported

Point 2: Mean Scores 2.125 – 3.124 = No Opinion, or Not Sure UBE
Items. The rates range between 42.5% and 62.49%.

5. Point 1 = Least Important
and Least Supported

Point 1: Mean Scores 0 – 2.124 = Least Important and Least Supported
UBE Items. The rates range between 0% - 42.49%.

In order to determine the appropriate level of 'most important' and 'least important'
the Researcher further employed the 'Ranking Process' (Gutkowski 1998).
According to Gutkowski (1998:39) "the ranking process establishes the top and
bottom range of any variable". This is consistent with the simple Concise Oxford
Dictionary definition of the term important as having high ranking. The Researcher
further applied the logic of ‘Top-Ten’ in the context of this study to appropriately
determine the set of ‘most important’ high ranking results. Similarly, the logic of
‘Bottom-Ten’ was applied to determine the set of least important low ranking
results. This logic is consistent with the related literature which indicates that
“humans have a limited information-processing capacity and is able to concentrate
on, and process, only a few things at any one time” (Hogarth, 1987, Farthing,
1992).
Consequently, a Summary of Phase-One: Pilot Study Likert Scale Statistical
Results of the Respondent’s Most and Least Important and Supported UBE Policy
Items is included in Appendix 6A and 6B while the results are discussed in the
Results Chapter 5.
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3.3.5.5 Summary
The design and conduct of this thesis was generally constituted as a large systemwide study. It obtained and analysed responses from the entire population of the
senior national and provincial education administrators and selected samples of
primary and elementary teachers throughout the country. This analysis is premised
on the principle that the use of single random sampling methods is quite inadequate
for a large system-wide study and involving very diverse and complex naturalistic
PNG settings. Therefore multiple sampling methods were chosen including cluster
and statistical random sampling methods and typical-case and sensitivity
geographic sampling methods. The use of these multiple sampling methods
coupled with the availability of financial support had generally enabled this
Researcher to travel and obtain the required Phase-1 data through face-to-face
field-study contacts with the respondents in the actual sample provinces and
schools. Without financial support the field-study, as it was originally planned and
is now being reported, would not have been as successful.
The study further employed multiple data gathering and data analysis methods and
procedures including: documentary data, interview, and questionnaire. The
documentary data in particular provides significant source of data about the present
and past knowledge and information about educational policy and UBE in PNG.
This important data was obtained through the review of key PNG government and
education policy documents, whilst the open-ended and audio-recorded interview
data was specifically tailored and obtained from the top management executives
from NDOE. The questionnaire was the primary source of data gathering and data
analysis method which had involved all respondent groups who participated in this
study. The questionnaire was logically designed and sequenced in addressing the
specific, but multiple and complex research issues. The questionnaire was also
logically sequenced in obtaining and analyzing relevant and appropriate data
through the use of key categories of UBE policy themes and education
organizational hierarchy of participant roles and work situations.
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3.4

PHASE-TWO: MAIN STUDY RESEARCH METHODS

1.1.38
1.1.39 3.4.1

Introduction

This study was designed and conducted in two-sequential phases in which the
Phase-1 was conducted first followed by Phase-2. Because of this fact, the analysis
of the research results will therefore be reported in two separate Chapters. The
results for Phase-1 are reported in Chapter 4 and results for Phase-2 in Chapter 5.
Another important reason for this 2 stage reporting approach is to show the logical
linkages and the potential effects or consequences that may emerge in the process
of conducting such a complex and wide ranging study. The particular experiences
encountered in the design and conduct of Phase-2 component are reported in this
part of the Chapter.
This part therefore discusses the research methodology used in the design and
conduct of the Phase-2 of the study. It especially focuses on the PNG research
contexts, research population and sampling methods, questionnaire design and
construction, and data collection and data analysis methods.

1.1.40 3.4.2

Main Study Focus and Design

The Phase-2 of the study was specifically designed to ‘test’ a series of propositions
and ‘recommended actions’ for improving UBE within the PNGSS. The processes
of data collection and data analysis were based on the Research Sub-Question
Three: What do the PNG educator’s consider are the most important and
supported propositions for improving UBE within the PNGSS?
The tested propositions were obtained and developed from the Phase-1 outcomes
following the combined analysis and reporting of the qualitative and quantitative
research results and findings. The propositions were tested using the quantitative
research method although the Researcher had originally planned to maintain and
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apply the same wide ranging research methodology as in Phase-One-1 of the study.
However, unlike the generally well-funded and quite successfully conducted
Phase-1, the research contexts in Phase-2 were significantly altered, which then
dramatically affected its the design and conduct, as now explained.

1.1.41 3.4.3

Social, Political and Financial PNG Contexts

This thesis initially began as a GOPNG sponsored study with a predetermined
research topic and a generously funded and successfully completed Phase-1 of the
study. However, the continuation and maintenance of the same approach and level
of intensity in the conduct of this research, as described above for the Phase-2 was
severely tested and affected by the events leading to, and the after-effects of, the
PNG national general elections to elect a new government in 2002. This
Researcher’s sponsorship was temporarily terminated by the GOPNG due to lack
of funding. It was only restored after financial assistance was obtained from
AusAID in early 2003.
A brief summary description of the ways in which the PNG election related events
constrained the final design and conduct of Phase-Two of this study is now
provided.

3.4.3.1 Enduring PNG National General Election Related Issues
The Researcher obtained approval from the GOPNG to commence this study in
2001 with a preconceived focus on the topic ‘Implementing Free and Compulsory
Universal Basic Education Policy in PNG’. The approval was granted following
the policy of the ruling National PNG Government who had declared a ‘Free
Education Policy’ from elementary prep to grade 12 levels of education. This
policy then became the ruling government’s political campaign strategy for the
2002 PNG national elections. However, the result of the elections in August 2002,
saw the defeat of the then ruling party in government, despite its strong political
campaigns on the free education policy. The new Government upon taking office
abolished the free education policy and instead re-introduced the previous ‘user-
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pay’ policy in which parents were required to pay tuition fees. The new
Government had argued strongly that, although it supported the free education
policy in principle, PNG in its depressed economic conditions at that time did not
have the financial capacity nor the resources to adequately fund and sustain the
policy.
The Researcher, in the midst of these events, was first of all informed by the PNG
Government to make preparations to return home in December, 2002 due to lack of
funding for continued sponsorship beyond this time. Secondly, the UOW provided
generous financial assistance in later part of 2002 for the Researcher to continue
with his thesis work as well as sought further financial assistance from AusAID.
Thirdly, because of the change of government in PNG with subsequent change of
the free education policy, appropriate adjustments or shifts had to made in the
focus and design of the study. Some of the reasons behind the shifts were:


the after-effects social, political, financial and administrative situations in
PNG remained very tense and unstable in most parts of the country which
also seriously affected the education administrators and teachers in schools.
The Researcher therefore had to be extremely sensitive and cautions in his
approach to Phase-2 of the study;



the issue of free education was now a politically and financially rejected
policy, both through the ballot process and by the new PNG Government.
Because of these, any references to free education had to be dropped; and



the Researcher, as a key senior official on education policy matters, and
within the principles of government protocols, could not proceed with
advocating, or seen to be promoting, a politically and financially rejected
policy.

Since these macro-level events and issues were well beyond the boundaries of this
study the Researcher had taken a range of corrective actions which are now
explained.
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3.4.3.2 Adjustments to Phase-Two: Main Study Design and Focus
In the face of comprehensive research data gathered in Phase-1 it was deemed
appropriate to make best use of this available data rather than make any drastic
changes in the focus and design elements of Phase-2. Consequently, the following
were the main adjustments that were made, which included:
1.

the research topic was altered from its initial focus on ‘Implementing Free
and Compulsory UBE in PNG’ to a more broad and encompassing focus on
‘Educational Policy Issues: Implementing and Improving UBE in PNG’.
This shift thereby included other UBE related concepts, goals, policies,
problems and future policy options many of which were not part of the
original research focus and design;

2.

the emphasis on references to ‘free education’ was altered to use the more
friendly term ‘full-funded’ or ‘part-funded’ UBE;

3.

because of a serious lack of research funding, the field-study component as
was done in the Phase-1, was dramatically changed by this Researcher. As a
result the following actions were taken:
(i)

a small and shortened field-study was planned and conducted in
November, 2002, with the support of an airline ticket purchased by
the University of Wollongong. The field-trip essentially was taken
to coincide with the Annual National Education Rating’s
Conference in Port Moresby in which all SPEAs and senior school
inspectors throughout PNG were in attendance. The Researcher then
used this opportunity to obtain face-to-face research data involving
these groups;

(ii)

the same entire research population of the SNEAs and SPEAs were
maintained as they were the most crucial groups especially in
determining future educational policy options on UBE. In addition,
the Phase-2 research sample groups were further strengthened by the
inclusion of key technical planning and supervisory officials who
were effectively engaged in supervising UBE programs and
activities both the at the national and school level. For example, the
group of national education reform management officials based in
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Port Moresby and the 20 senior primary school inspectors who were
based in the 20 provinces were engaged.
(iii)

in terms of the involvement of primary and elementary teachers the
small and shortened field-study was planned and conducted in the
NCD and Central Province which were the only two research sites
that were accessible for face-to-face contacts with the research
respondents. The researcher further employed the ‘postal survey’
method for the rest of the teachers’ groups employed in Phase-1, but
without anticipating much success.

These experiences therefore show that unstable and changing PNG Government
education policies can seriously undermine and affect the focus, design and
conduct of a large scale system-wide research study planned to be conducted over a
longer term time scale.
1.1.42 3.4.4

Research Population and Sampling Methods

In the changed design and conduct of the Phase-2 of the study the Researcher
maintained a research design which accessed the entire population of SNEAs and
SPEAs. The sampling of the primary and elementary teacher's groups however
were severely affected and were dramatically reduced. An overall summary of the
situation is indicated below in Table 3.10.
Table 3.10: Summary of Research Respondents and Actual Response Rates in Phase-2
Total
Total
Multiple Research Participants
Questionnaires
Population
Sent
25
1. National Education Administrators
25
2. Provincial Education Administrators

40

40

3. Primary Teachers

16,927

66

4. Elementary Teachers

3,816

34

20,780

166

Total

Source: For total teachers refer to Facilitating and Monitoring Unit State of Education Report 2001,
Department of Education, Waigani, PNG.

3.4.4.1 Population of National Senior Education Administrators
The entire population of the 17 SNEA’s who were engaged and reported on in
Phase-1 was maintained in Phase-2. In addition, since this component of the study
was focused on determining future UBE improvement propositions the Researcher
deemed it appropriate to include at least 8 additional senior technical officials at
NDOE. These officials included 4 National Education Reform Planning and

165

Management Unit and 4 from the Basic Education Reform Project Unit. Since the
SNEAs group were centrally located in Port Moresby the field-study data was
easily obtained through face-to-face contacts.
3.4.4.2 Population of Provincial Education Administrators
The Researcher further engaged the same entire population of the 20 SPEAs as
reported in Phase-1. The overall focus of this group was dramatically increased by
the inclusion of the 20 senior primary school inspectors who also were based in the
20 provinces throughout the country. The primary inspectors technically supervise
and report on matters on implementation of educational policy and in particular
UBE programs and performances of teacher in schools. The inspectors, from the
experiences of this Researcher, were considered more well-informed about district
and school related programs and activities than the SPEAs.
As commented earlier, the conduct of the field-study component of Phase-2 was
undertaken to coincide with the Annual National Education Rating’s Conference in
Port Moresby in early November in 2002. The Researcher therefore was able to
obtain face-to-face field study data with the SPEAs during this time.
3.4.4.3 Sample of Primary Teachers in NCD and Central Province
The typical-case sampling method, as was defined and used in Phase-1, was again
applied, but reduced to sampling in the two provinces in which a field-study was
conducted by the Researcher in the Phase-2. Both the NCD and Central Province
were the only two provinces in which a face-to-face field-study was realistic and
possible given the time and resource constraints now applied to Phase 2 of this
study.
The schools and teachers in NCD are all categorized as urban. The Central
Province, whose provincial headquarter is also located in NCD, deals with mostly
rural schools. The following is the summary data of the sample schools and total
numbers of primary teachers planned which are given below in Table 3.11. The
Researcher developed ‘code names’ of schools have been used in order to maintain
anonymity.
Table 3.11: Summary of Planned Responses From Primary Teachers in NCD and Central
Province Schools

Province

1. National Capital District

Total
Teachers
by Province
819

Sample
schools

Urban
rural

NCDCor
NCDBut

Urban
Urban

& Total
teachers
by school
32
16

166

2. Central

653
Total 951

NCDPar
CenTau
CenGai
5 schools

Urban
Rural
Rural

12
10
9
79

Source: For provincial staffing figures, see Facilitating and Monitoring Unit (2001). State of
Education in PNG Report 2001, Department of Education, Waigani, PNG. For individual school
figures, these were supplied by principals during the Researcher’s field-visit to each school.

As a result of the changed research design limitations there is a dramatic reduction
noted in the sample of primary teachers who were engaged in only 2 provinces in
Phase-2 compared to the 7 provinces in Phase-1. It is reasonable to comment here
that the Phase-2 is quite an independent study from Phase-1 in that they each
attempt to achieve separate research objectives. Further, the study generally does
not involve comparing causal relationships between the obtained data across the
two phases of the study. However, expert advice obtained from the UOG’s
Department of Applied Mathematics and Statistics was that considerable caution
need to be applied in making any inferences or generalizations to the entire
population of primary teachers in PNG for the Phase-2 results. These aspects will
be commented upon fully in the Results Chapter 5
3.4.4.4 Sample of Elementary Teachers in NCD and Central Province
As with the primary teachers, the typical-case sampling method was applied by the
Researcher to select a reduced sample of elementary teachers in both NCD and
Central Province. The following is the summary data of the sample schools and
total numbers of the elementary teachers planned given below in Table 3.12. The
Researcher developed ‘code names’ of schools have been used in order to maintain
anonymity.
Table 3.12: Summary of Planned Responses by Elementary Teachers in NCD and Central
Province Schools

Province

Total
Participants

Urban & Sample
rural
schools

Total
teachers
by school

NCDCor
16
NCDBut
12
NCDPar
6
312
CeTau
3
2. Central
CeGai
3
CeIob
2
Total 688
6 schools
42
Source: 1. For provincial staffing figures, see Facilitating and Monitoring Unit (2001). State of
Education in PNG Report 2001, Department of Education, Waigani, PNG. For individual school
figures, these were supplied by principals during the Researcher’s visit to each school.
1. National Capital District

376

Urban
Urban
Urban
Rural
Rural
Rural

Similar comments made earlier for the significantly reduced sample of primary
teachers are also applied to the reduced sample of elementary teachers. This
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included the application of considerable caution in the interpretation of the Phase-2
research results and findings to claim any meaning for the entire population of
elementary teachers in PNG. Generally, the difficult and enduring experiences
encountered in phase-2 of this study strongly re-emphasisd the importance of
securing financial support and resources in the design and conduct of a large
system-wide study conducted over several phases.
1.1.43 3.4.5

Phase-Two: Main Study Questionnaire Data Collection and

Analysis
The Phase-2 of the study was designed specifically to address the Research SubQuestion Three: What do the PNG educator’s consider are the most important and
supported propositions for improving UBE within the PNGSS?
Given the complex PNG conditions at the time of designing and implementing a
reduced Phase-2, the Researcher developed and used a quantitative questionnaire
as the most suitable method in which to test and confirm or reject a series of
propositions for improving UBE within the PNGSS. More specifically, the
Researcher developed and used the Five-Point Likert Scale type items to test the
attitudes of the chosen PNG educators in terms of what they perceived as their most
important and supported and least important and least supported series of UBE
improvement propositions.
It should be noted that relevant explanations about the design and application of
the Likert scale method was provided earlier in a relevant sub-section of PhaseOne: Pilot Study.
The design and development of the Phase-2 structured questionnaire which
contained the series of Likert scale items developed by this Researcher are now
explained.
3.4.5.1 Design and Construction of the Structured Questionnaire
The design and construction of the Phase-2 Questionnaire were built on the earlier
outcomes of Phase-1 analysis of the UBE implementation aspects. Thus although
the Phase-1 results are reported in the following Chapter 4, it is acknowledged that
they have been used by the Researcher in the detailed Phase-2 research design that
is now explained

168

The Phase-2 Survey Research Questionnaire (See Appendix 5) was designed and
structured in Four Parts to specifically address the chosen critical aspects of
improving UBE within the PNG school system. The fully developed questionnaire
comprised a total set of 68 UBE Proposition Likert Scale Items. The Four Main
Parts which comprised the questionnaire are explained below in Table 3.13.

Table 3.13: Key Categories of UBE Improvement Proposition Items Tested in Phase-2
Key Categories of UBE Improvement Proposition Items
No. of Items

1.
2.
3.
4.

PNG Societal Problems Preventing Implementation of UBE in PNG
the Propositions for Improving Rural Remote Access Aspects of UBE
the propositions for Improving Retention Aspects of UBE
the propositions for Improving Leadership and Management Aspects of
UBE
Total

17
15
16
20
68

The Questionnaire Subset in Part One was titled ‘the PNG Societal Problems
Preventing Implementation of UBE in PNG’. The main aim of this part of the
questionnaire was to test and confirm or reject a total set of 17 major problems of
implementing UBE which emerged from the analysis of results from the PhaseOne: Pilot Study Research Sub-Question One: What do the PNG educator’s
perceive are the major problems that hinder the effective implementation of the
GOPNG’s policy goal on UBE within the PNGSS?
In Part Two of the Phase-2 Questionnaire the main focus was on testing
Propositions for Improving Rural Remote Access Aspects of UBE. The issue of
access was discussed in Chapter Two as one of the key goals of UBE in PNG. The
problem, according to the outcomes from the Phase-One: Pilot Study results, is
much more serious in rural remote areas of PNG than the urban. A total set of 15
rural remote UBE related Likert scale items were developed and tested in Part Two
of this final Phase-2 Questionnaire.
The main focus of Part Three of the Phase-2 Questionnaire was to test a total set of
16 Likert scale items relating to ‘Propositions for Improving Retention Aspects of
UBE’. The issue of ‘poor retention’ or high drop-out rates was revealed in Phase-1
of this study to be the single biggest threat to ever achieving UBE in PNG. The key
issue that was addressed in Part Four of the Phase-2 Questionnaire was to test
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Propositions for Improving Leadership and Management Aspects of UBE’. This
involved the testing and analysis of a total set of 20 Likert scale leadership and
management related items. Full details of this Likert-Based Survey Questionnaire
is provided in Appendix 5.

3.4.5.2 Validation and Administration of the Questionnaire
Following the presentation of the key Phase-1 research findings along with the
Phase-2 Research Proposal prior to gaining formal approval to proceed with Phase
2, a Senior Lecturer from the UOW Faculty of Education together with the
Researcher’s Supervisors assisted in validating the questionnaire. This exercise
involved assessing the content of the questionnaire, especially the use of language
which comprised each Likert scale item, and its structure and sequence. With
financial support for the purchase of an airline ticket provided by the UOW the
Researcher was able to obtain the required data through face-to-face field-study
contacts with the chosen research respondents in PNG.
The same methods and techniques that were used in the analysis of the Likert scale
data in Phase-1 were applied in the analysis of the results for Phase-2. A Summary
Analysis of the Phase-2 Likert Scale Results is provided in both Chapter 5 and in
the Appendices 7A, 7B and 7C.
1.1.44
1.1.45 3.4.6

Research Reliability and Validity

The “reliability of research concerns the consistency and replicability of research
and the validity of research deals with the accuracy and generalisability of
research” (Wiersma, 1995: 9).
The design and conduct of this thesis, as already explained, constitute a TwoPhased: Mixed Methods Inquiry Strategy. The relevant and related literature
acknowledges “the enhanced reliability and validity of mixed-methods research
designs” (Creswell, 1994, Dunn, 1994, Greene et al., 1989) within which there is
significant level of data triangulation both within, between, and across methods
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across the two phases of this study. The literature further adds that “the
triangulation process provides a strong internal and external validity and reliability
with a comprehensive multiperspective view and procedures to decrease biases
within the research” (Boyd, 2000, Shih, 1998, Mitchel, 1986). This in turn
provided “a rich, unbiased data that can be interpreted with a comfortable degree of
assurance” (Breitmayer et al.,1993, Jick, 1979).
The following were further related practical measures undertaken to ensure the
reliability and validity of this study. These were:
1.

the Researcher’s professional knowledge and experiences about the
PNGNES were instrumental in making relevant and informed decisions
about investigating chosen aspects of PNG educational policy and UBE
within the diverse and complex PNG contexts;

2.

the Researcher also was “the instrument of data collection, analysis, and
interpretation”

(Mertens,

1998,

Wiersma,

1995)

which

provided

consistency in the design and conduct of the entire research process;
3.

the selection and involvement of the “information rich” (Wiersma,
1995:298) entire populations of the most senior practising PNG education
administrators within the PNGSS in this study further provides a significant
range and depth of knowledge and understanding about educational policy
and UBE in PNG. The research results and findings from the SNEAs and
SPEAs groups can be generalized and interpreted with a significant degree
of confidence; and

4.

the persistent and critical analysis and triangulation of quantitative and
qualitative data both within-methods, between-methods, and acrossmethods across the two phases of the study significantly reduced researcher
biases. This, in turn, has increased the internal validity and reliability of this
thesis research study.
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1.1.46 3.4.7

Summary

This Chapter has reported the extensive details of the complex research design
developed for this two-phased study. In Phase-1 the methodology developed
addressed the requirements of determining the current situation concerning the
actual implementation of UBE in PNG, and reflected the characteristics of a large
scale well funded research study sponsored by the GOPNG. However, the detail
provided for the Phase-2 research design illustrates the realities of developing a
research methodology which was required when the political purposes underlying a
large scale longitudinal study were significantly altered, and the financial support
available was significantly reduced. Nevertheless, it is considered that the
underlying value inherent in this two-phased study has been adequately explained
and established, and the Results are now presented in Chapter 4 (Phase-1 Results)
and Chapter 5 (Phase-2 results).
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CHAPTER FOUR: ANALYSIS OF PHASE-ONE: PILOT
STUDY RESULTS
4.1

INTRODUCTION

The main aim of this thesis in Phase-1 was to investigate the current and past
problems and situations in implementing the GOPNG’s educational policy goal on
UBE in PNG and to develop a series of UBE improvement propositions for testing
in Phase-2. The survey research method involving multiple research objectives,
questions, participants, and data sources were used to obtain and analyse the
required data. The analysis of the results, which are to be presented in Four Parts of
this Chapter, are based upon the following analytical framework developed by this
Researcher. These are:
1.

The Significance of PNG Educator’s Responses in Phase-One: Pilot
Study: this analysis comments and reports on the significance of the
generally positive response rates received from all PNG educator’s groups
in Phase-1.

2.

Analysis of Results of Research Sub-Question One: What do the PNG
educator’s perceive are the major problems that hinder the effective
implementation of the GOPNG’s education policy goal on UBE? This
analysis comments and reports on the set of qualitative results which are
based on the multiple categories of educational policy implementation
themes developed by this Researcher and which include: (i) macro-level
PNG societal problems; (ii) micro-level education organizational problems;
(iii) operational problems; and (iv) local school level problems.

3.

Analysis of Research Sub-Question Two: What do the PNG educator’s
perceive are the most important and supported series of UBE policies and
practices that are currently being implemented under the education reforms
and the NEP 1995-2004? This analysis comments and reports on the set of
quantitative results which are based on each respondent group’s attitudes
on the series of: (i) the most important and supported UBE policy items;
and (ii) least important and least supported UBE policy items.
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4.

Consolidated Phase-One: Pilot Study Outcomes: this part involves the
process of consolidated combined analysis of qualitative and quantitative
results in order to: (i) eliminate those UBE items which do not require
further testing in Phase-1 either because of their wide and/or least
acceptance; and (ii) include those questionable and new UBE items for
further testing in Phase-2.

4.2

SIGNIFICANT RESPONSES FROM PNG EDUCATORS
IN PHASE-ONE: PILOT STUDY

1.1.47 4.2.1

Introduction

This section reports on the results obtained from the analysis of responses obtained
through the conduct of a PNG education system-wide study involving naturalistic
and multiple survey methods and data sources. The Phase-1 results contain
accumulated volumes of enriching qualitative and quantitative data from the
analysed results of responses obtained from the entire populations of the senior
national and provincial education administrators and the sample of primary and
elementary teachers throughout PNG.

1.1.48 4.2.2

Results of Phase-One: Pilot Study Survey Responses

The questionnaire method was employed as the primary source of data involving
all respondent groups. The data was obtained through face-to-face field-study
contacts with the respondents in their naturalistic provincial and school settings.
The summary results of their collective responses received and analysed by this
Researcher is provided below in Table 4.1.
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Table 4.1: Summary of Planned and Actual Response Rates by Researcher Respondents
Total Survey
Total Questionnaires Sent and Actual
Multiple Research Participants
Population
Responses Received
Total
Survey’s Sent

Total Actual
Responses
Received

% Actual
Response
Rate

17
11
64.7%
1. National Education Administrators
17
20
12
60%
2. Provincial Education Administrators 20
334
168
50.3%
3. Primary Teachers
16,927
72
44
61%
4. Elementary Teachers
3,816
Total 20,780
443
235
53%
Source: The NDOE approved Organisational Structure of 2000 provides a total of 17 National
Senior Education Officer’s positions. The 20 provinces of PNG provide the total of provincial
education administrators. For total teachers refer to the Facilitating and Monitoring Unit State of
Education Report 2001, Department of Education, Waigain, PNG.

In view of the criticism that "the response rate from survey questionnaires is often
low" (Patten, 1998, Wiersma, 1995, Fink, 2003) these figures generally show
positive response rates by all PNG educator's groups. According to Fink (2003: 4243) unsolicited surveys receive the lowest proportion of responses. A 20% response
for a first mailing is not uncommon. With effort, response rates on such surveys
can be elevated to 70% or 80%.
It should however be noted that the overall positive response rates obtained
particularly in Phase-1 was largely achieved through the availability of generous
funding provided by the GOPNG. This funding had generated the initial plans
adopted by this Researcher to engage in a large system-wide study. Despite the
efforts taken by the Researcher there also were some nonresponses and discarded
questionnaires from individual respondents in each group, which are now
addressed.

4.2.2.1 Results of Responses from Senior National Education Administrations
A high level of support and responses were generally expected from this group by
the Researcher. Therefore, the 65% response rate from the universe of the top
executives and senior education administrators of NDOE, is indeed very
encouraging. Generally, this group was the most accessible in that all were
centrally located in an office building in Port Moresby. The Researcher therefore
had regular face-to-face contacts with individual respondents during the field175

study. The non-respondents were mainly those whose roles had little to do with
UBE related policies and practices, such as the heads of technical education,
finance, and general administration and personnel. Also, 2 returned questionnaires
were discarded as they contained incomplete data.

4.2.2.2 Results of Responses From Senior Provincial Education Administers
The population of the SPEAs’ group were widely spread across the 20 provinces of
PNG. Individual respondents therefore were not as accessible as those in the
SNEA’s group and therefore an average level of response rate was expected. The
60% response rate from this group is also pleasing. This response rate was partly
achieved because of the Researcher's face-to-face field-study contacts with
respondents in 7 out of the 20 provinces. It was also pleasing that 6 mailed
responses from individuals in this group were received from which only 1 was
discarded as it was incomplete.

4.2.2.3 Results of Responses From the Sample of Primary Teachers
The primary teachers were engaged through the use of cluster sampling and
multistage sampling methods, such as fraction sampling and typical-case sampling.
This was done largely because of the widely varied, dispersed and complex school
locations and numbers of teachers, as well as, the availability of generous funding
support for the conduct of Phase-1. The 50% response rate by this group therefore
was largely achieved through the Researcher's field-study face-to-face contacts in
the actual school sites.
The summary data obtained from the analysis of responses from this group by
sampled provinces and schools is shown below in Table 4.2. The Researcher
developed ‘code names’ of schools have been used in order to maintain anonymity.
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Table 4.2: Summary Results of the Planned and Actual Responses From the Sample of
Primary Teachers by Provinces and Schools
Total
Urban &
Sample
Total
Total actual
Sample
teachers by rural
schools
teachers by responses
Provinces
province
schools
653
Rural
CeMane
18
1. Central
11
Rural
CeTau
10
7
Rural
CeHisu
9
7
Urban
CeIob
11
8
631
Urban
SaVan
21
2.Sandaun
9
SemiSaDup
21
9
Rural
SaBar
15
10
736
Urban
EnWab
28
3. Enga
9
Rural
EnSar
9
Rural
EnAge
9
867
Urban
SiKun
25
4. Simbu
17
Rural
SiKu
14
10
Rural
SiAgl
9
6
1738
Urban
MoHuo
30
5. Morobe
23
SemiMoBut
25
14
Rural
MoBub
20
17
946
Rural
ENBTav
7
6. East New Britain
5
Rural
ENBVun
11
9
Urban
ENBMal
13
275
Urban
MaMan
15
7. Manus
Sem-rural MaLom
10
Rural
MaNar
4
2
Total
5846
22 schools
334
168
Source: For provincial staffing data, see Facilitating and Monitoring Unit (2001). State of Education
in PNG Report 2001, Department of Education, Waigani, PNG. For individual school figures, these
were obtained from school staffing list supplied by the principals during the field-study in schools.

Generally, this data shows the status of the widely varied and dispersed locations of
schools and total teacher numbers. As commented earlier, the scope of 50%
response rate for Phase-1 research from this group of primary teachers, or any
group of teachers in PNG, is considered useful and meaningful. This comment is
made largely because of the fact that without the generous funding provided by the
GOPNG this Researcher could not have conducted and obtained the required faceto-face field-study data in the natural provincial and school settings. The practical
difficulties involved can be further noted by the fact that despite the excessive costs
and risks taken by the Researcher, there also was a 50% nonresponse rate.
This was mostly due to the widely varied circumstances and difficulties that this
Researcher had encountered in the different sampled provinces and schools.
Because of this, the Researcher had to make some adjustments to the original
typical-case sampling methods. Among the key areas addressed for change were:
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(iv)

the criteria of a typical remote school: these type of schools, in the PNG
contexts, as described in Chapter Two, normally refer to those schools
which are located furthest away from a nearest district post or station. These
schools can only be reached by modes of walking, climbing rugged
mountains, swimming across rivers and swamps, and by canoes to remote
isolated islands. Many of these schools operate with very little or no form
of access to basic services, such as shops, markets, health centres, postal
and other communication media. Because of these, the criteria of engaging
a typical remote school was dropped and instead the Researcher included an
additional rural school.

(v)

semi-urban or semi-rural schools: these type of schools also are classified
differently by different provincial and city/town boundary authorities. The
Researcher however considered that semi-urban or semi-rural schools are
those which are located within 10 to 15 kilometres out of the town
boundaries. Also, since these schools were assumed by this Researcher to
encounter quite similar circumstances as urban schools preferences were
then given to distant rural schools.

(vi)

rural schools: the schools engaged in this study were those that were
accessible by road. However, not all rural schools are accessible by road.
This Researcher used a 4 wheeled-drive vehicle in which it took between 1
to 4 hours to reach some of the chosen distant rural schools. Because of the
long distance travels it was not possible within the available time and
resources to conduct field-study in all the chosen schools.

Consequently, the results of responses from the primary teachers in Phase-1 were
mainly obtained from those located in urban, semi-urban, and accessible rural
areas. It was difficult within the time and resources available to do sampling in any
typical remote schools. In addition, the Researcher was only able to conduct fieldvisits to 7 out of the total 8 sampled provinces, because of the difficulties
associated with domestic air travel, flight cancellations, delays, availability of hire
vehicles, provincial and school level commitments, school closures, and teacher
absenteeism. Also, despite further attempts with postal surveys and reminder
notices, these attempts to improve responses proved least successful.
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4.2.2.4 Results of Responses From the Sample of Elementary Teachers
The chosen group of elementary teachers were engaged in this part of Phase-1 of
the study using the same sampling methods as those previously described for the
primary teachers since the chosen schools were located in the same local areas. The
summary data of the results of responses obtained from this group is given below
in Table 4.3. The Researcher developed ‘code names’ of schools have been used in
order to maintain anonymity.

Table 4.3: Summary Results of the Planned and Actual Responses From Elementary Teachers
by Provinces and Schools
Extreme-case
Total elem.
Urban &
Sample elem.
Total quest. Total
sample
teachers by rural
schools
sent
Actual
provinces
province
Responses
Rural
CeTau
2
1. Central
312
Rural
CeHis
2
2
Urban
CeIob
2
1
95
Urban
SaVan
4
2. Sandaun
4
Semi-rural SaDup
3
Rural
SaBar
3
183
Urban
EnWab
6
3. Enga
Rural
EnSar
4
4
Rural
EnAde
3
184
Urban
SiKun
7
4. Simbu
5
Rural
SiUr
3
3
Rural
SiAgl
3
137
Urban
MoBum
5
5. Morobe
5
Semi-rural Mokam
3
Rural
MoBub
3
184
Rural
EnbTav
3
6. East New Britain
3
Rural
EnbBit
3
3
Urban
EnbMal
4
4
40
Urban
Maman
4
7. Manus
Rural
MaNar
3
3
Semi-rural MaLom
6
6
Total 1135
21 schools
72
44
Source: For provincial staffing figures, see Facilitating and Monitoring Unit (2001). State of
Education in PNG Report 2001, Department of Education, Waigani, PNG. For individual school
figures, these were obtained from staffing lists supplied by principals during the school field-study.

Generally, the 61% response rate attained from this group is also regarded as useful
and meaningful, and enable similar observations and comments to those made
earlier about the primary teachers. The widely varied teacher response numbers are
also evident, especially with tiny rural village-based elementary (or vernacular)
schools compared with the responses obtained from the bigger urban schools.
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4.2.2.5 Summary
The Phase-1 of the study contains response levels which provide significant
volumes of enriching depth of data about current issues and practices in
educational policy and UBE in PNG, obtained from the near population of senior
national and provincial education administrators and significant samples of primary
and elementary teachers through out the country. The analysis of the Phase-1
sample response shows that despite the widely varied, dispersed, and complex
naturalistic PNG settings the attainment of the overall survey response rates
between 50% to 65% were both useful and meaningful. However, the study
acknowledges the problems with “excessive nonresponses from postal surveys”
(Patten, 1998, Wiersma, 1995, Fink, 2003), as attempts made by this Researcher to
address this problem were the least successful.

4.3 PHASE-ONE RESULTS: EDUCATIONAL POLICY
PROBLEMS IN CURRENT IMPLEMENTATION OF UBE
IN PNG
1.1.49 4.3.1

Introduction

The first aim of the Phase-1 of the study was to address Research Sub-Question
One: What do the PNG educator’s perceive are the major problems that hinder the
effective implementation of the GOPNG’s education policy goal on UBE? This
part of Chapter Four therefore presents and comments on the analysis of the set of
qualitative results which were obtained both from the interview data and
questionnaire data in responses to this research questions.
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1.1.50 4.3.2

Problems Affecting Implementation of UBE in PNG

What are the major problems that hinder the effective implementation of UBE in
PNG? The results of the analysis of responses to this research question were
obtained from two data sources:- interview and questionnaire data. The results of the
interview responses are dealt with first, followed by the questionnaire results.

4.3.2.1 Results of Interview Responses on Problems of Implementing UBE in
PNG
The set of audio-recorded interview data were obtained from the 3 top executives
from NDOE which included 3 of the very senior education officials within NDOE.
The Researcher transcribed the interview data word-for-word in order to capture as
much as possible the original frame of meaning and the contexts in which the
responses were given by each interviewee.
Consequently, the actual quotes from the transcribed data are therefore used in order
to maintain original meaning and intent and as well to emphasise emerging key
problem themes throughout the discussions. For example, the following statements
were made by 2 very senior officials of NDOE in relation to the interview question:
What are the major problems that hinder the effective implementation of UBE in
PNG?
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The first is that there is a high

There are wide variations in the social, cultural, and economic

population growth rate which is more

needs and development patterns throughout the country. Such

than the capacity of the nation to

as, while some parts are resource rich, others are poor, which

sustain. The second is the’ tyranny of

also reflects the increasing disparities between the rich and

terrain’, or geographical difficulties

poor populations, and between the urban and rural

that account for some of the most

populations. Lack of financial resources to sufficiently fund

difficult and expensive means of

UBE, in terms of material resources, teacher demand and

transportation and communication

supply out-puts, and teachers salaries are continuing problems.

systems, especially in rural and

The overall attitudes of communities, especially parents, to

remote parts of the country. The third

really see the value and relevance of education is another main

is the general lack of physical

issue, which leads to many parents not enrolling their child in

roads,

school, and even when enrolled there is a high drop-out rate,

markets, buildings, facilities and

because of their lack of interest and support. Also, although

equipment

adequately

education is assumed to be the source for future employment

provide access to and accommodate

and income, many communities no longer see any real benefits

the growing population of school-age

of education when they can earn income from other sources, so

children (SNEA 001).

what is the point of going to school (SNEA 002).

infrastructure,

such

needed

to

as

Note:- Both italic and underlined emphasis have been added by the researcher

A synthesis of these two statements identified several major macro-level PNG
societal problems that hinder the effective implementation of UBE in PNG. These
include the problems of a general lack of, or inadequate:
(i)

capacity to sustain high population growth;

(ii)

access caused by difficult geographical terrains and remote rural isolation;
and difficult and costly transportation and communication systems;

(iii)

resources, infrastructure, facilities and equipment;

(iv)

capacity to generate and manage financial resources;

(v)

capacity to appropriately address increasing social, cultural and economic
inequities, such as the disparities between rich and poor and between urban
and rural populations;

(vi)

attention to address the problems of shortage of teachers and their conditions
of employment;

(vii)

awareness to address negative community attitudes and misconceptions
and/or lack of understanding about the relevance and values of education;
and lack of parental interest and support in the education process;
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(x)

attention to resolve the problems of poor retention or high drop-out rates.

In addition, the following interview response from the third interviewee revealed
further important dimensions to understanding the current problems of
implementing UBE, in stating that:

In this country education is not compulsory and therefore parents are
not obliged to send their children to school. However, even if
education was compulsory, this would not work, mainly because
many parents cannot afford the cost of educating their children.
This is in addition to the high costs of basic goods and services,
difficulties with transport and communication and lack of access to
and provision of educational institutions especially in most rural and
remote communities (SNEA 003).
Note:- Both italic and underlined emphasis have been added by the
researcher

This response reveals the problems with lack of consistent policies on ‘free’
‘compulsory’ education in PNG. The statement emphasizes that it is not possible to
impose policies that deal with compulsory education without also considering
policies enabling free education, or fully-state-funded and supported education. The
statement also further acknowledges the problems of: (i) inability of parents to
afford the cost of educating their children; (ii) high cost of goods and services; (iii)
difficulties with transport and communication; and (iv) lack of access to educational
institutions especially in rural remote areas.

Comments on These Results:
The problems with general lack of consistent social and political commitment to
previously attempted policies on free education, as with other education policies and
plans were reviewed in Chapter Two. These were found to be socially and political
sensitive, were financially unsustainable, and administratively very complex and
include a number of factors. Amongst the key problems discussed was related to
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serious weaknesses in the decentralized system of government in PNG in which
“education (including UBE) was not a priority development agenda in many
provinces” (DOE, 2003, 1997 and 1991). It was further revealed that “this system
was not only burdened by complex political, administrative, and financial systems
and structures” (Bird 1989, Baloiloi 1999, Hunt el al. 1999), but more seriously, is
generally faced with problems of “lack of good governance” (Manning, 1999,
Tololo, 2001).
This is consistent with the following interview responses and a public statement by
2 very senior officials from NDOE and a retired top public figure in PNG.

I think lack of good governance

There is a general lack of

We see today that

is the major problem that many

awareness and

fundamental state services

provinces are faced with. This is

understanding of

have collapsed or are about

probably caused by the general

government initiated

to collapse in providing the

lack of capacity and skilled

policy goals, objectives

required interventions to

people being appointed to key

and programs- providing

support agriculture and rural

positions followed by constant

clear aims, objectives,

development... Some of the

replacements due to political

resource requirements,

main reasons are; clear

influences and political

and implementation

vision, lack of management

instability. Lack of capacity, in

strategies and timeframes.

ability, lack of good

many ways, reflect lack of

On top of this, there are

governance and

appropriate training and poor

problems of

accountability, lack of

supervision by those in key

communication and

relevance and focus in

leadership roles. These in turn

coordination at all levels

program design and

lead to poor performances of

of the system, as well as,

implementation strategy and

provincial education staff and

problems of lack of

lack of stakeholder

teachers. This also includes

clearly defined

participation in important

failure to influence education

expectations and roles

corporate processes (Tololo,

decision-making in provinces

and responsibilities of

in Post Courier 25/07/02).

(SNEA 003)

stakeholders (SNEA 002).

Note:- Both italic and underlined emphasis have been added by the researcher
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Comments on These Findings
A synthesis of these 3 statements had revealed the following important problems of
general lack of good governance in PNG. These are seen to be generated by a
general lack of, or inadequate:
(i)

professional and skilled people appointed to key leadership roles;

(ii)

political and administrative instability;

(iii)

training and supervision;

(iv)

capacity to influence education-decision making;

(v)

awareness and understanding of, and ambiguities with, GOPNG policy goals,
aims, objectives and related programs;

(vi)

implementation plans and strategies;

(vii) problems of communication and coordination;
(viii) clarity of roles, responsibilities and expectations of stakeholders;
(ix)

management and planning ability;

(x)

clear vision, relevance, and focus on development planning and
implementation strategy;

(xi)

stakeholder participation in development processes.

4.3.2.2 A Partial Summary
Generally, these set of interview results provide responses that are consistent with
the discussions in Chapter Two, in which it revealed a range of widely varied and
complex categories of macro-level PNG’s societal problems that hinder the effective
implementation of UBE. A synthesis of the series of key problem categories
developed by this Researcher is provided below. These categories included those
aspects that are concerned with aspects of PNG’s:
(i)

geographical composition: problems of lack of access due to rugged
terrains and remote rural isolation and costly transport and communication.

(ii)

diverse cultures and traditions: dispersed and independent ethnic tribal
communities, customs, beliefs and languages;

(iii)

increasing social and economic inequities: problems with sustaining high
population growth rate; wide differences in social, cultural, economic needs
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and development patterns; increasing disparities between rich and poor and
urban and rural populations;
(iv)

general lack of financial resources, systems and accountability:

(v)

political and administrative systems and structures: problems especially
with costly and difficult decentralization system which suffers from
problems of general lack of information and awareness about public policy
and policy ambiguity, clarity, and understanding of stakeholder roles and
participation;

(vi)

problems of good governance: this is attributed to general lack of:
administrative leadership knowledge and capacity; consistent and stable
political and administrative governance; staff development and training
opportunities; coordination and communication within and between
different levels of governments; and clear vision, relevance and focus in
development planning;

(vii)

lack of consistent political and administrative commitment toward: free
and compulsory education policies; child’s rights to basic education;
poverty and disadvantaged populations; and basic remote rural needs and
opportunities.

(viii) lack of infrastructure and resources: problems of general lack of and
costly transport and communication systems, and general lack of
infrastructure, buildings, facilities and equipment;
(ix)

lack of access to markets and income earning opportunities especially for
remote rural populations, as well as, high costs of basic goods and services;

(x)

lack of understanding about the values of education and UBE:
community attitude and misconceptions about the relevance and values of
education, and lack of parental interest and support in the education
process;

It is clear that the qualitative results obtained from a group of very senior education
officials within PNGDOE had provided a rich source of meaningful insights which

186

in turn were used to develop UBE improvement propositions for further testing in
Phase-2 of the study.

1.1.51 4.3.3

Results

of

Questionnaire

Responses

on

Problems

of

Implementing UBE Within the PNG School System
The second set of results involved the analysis of responses obtained from through
the questionnaire in which the respondents were asked to list at least 3 main
problems which they considered had hindered the effective implementation of UBE
within the PNGSS.
The listed response items were compiled by this Researcher into a total set of 54
commonly occurring categories of education organisational problem items. The
Researcher then converted and tabulated the listed items from all questionnaire
responses into a frequency distribution table and calculated the measures of central
tendency (mean, median, mode, and standard deviation). Following these
processes, the Researcher then ranked the results to determine the most frequently
occurring problem items from the least frequently occurring problem items.
Consequently, a combined set of summary results were produced and are contained
through A Set of Summary Results For the Frequency Distribution of Education
Organisational Problems and Issues Matrix.
The Researcher then applied the logic of ‘top-10’ranked items using rankings made
by three of the respondent groups, except the elementary teachers who were not
required to respond to this question. As a result, a summary distribution of the set
of top-24 ranked ‘most frequently occurring education organisational problem
items’, out of the possible 30, were obtained and is provided below in Table 4.4.
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Table 4.4: Phase-1 Summary Results of the Set of Top-24 Most Frequently Occurring
Education Organisational Problem Items in Descending Order From 1 to 24
Most Important Education
Organisational Problem Items

1. Lack of finance
2. Infrastructure, buildings & facilities
3. Materials and equipment
4. Teacher upgrading and training
5. Availability of curriculum materials
6. Provincial grants and subsidies
7. Information and awareness
8. Parents support and involvement
9. Leadership/management capacity
10. Community roles and participation
11. Teacher supervision
12. School fees
13. Disadvantaged, remote, poor needs
14. Provincial governments roles
15. Teacher demand and supply issues
16. Curriculum relevance
17. Teacher’s welfare/work conditions
18. Education subsidy policy
19. Retention or drop-outs
20. Coordination and monitoring issues
21. Local level governments roles
22. Priorities for education (and UBE)
23. Availability of data for planning
24. Understanding value of education

Comb
ined
Total
Rank
Order
1 -24

Comb
ined
Total
Freq.
Scores
fx
score
s

Distribution of Each Respondent
Group’s Top-Ten Problem Items by
Total Item Frequency Scores and Rank
Order

Measures of Total
Mean, Median, and
Standard Deviation

Ra
nk
124

1
2
3
4
4
4
7
8
9
10
10
12
13
13
15
15
17
17
17
17
17
22
22
24

32
26
24
23
23
23
21
19
18
17
17
16
14
14
13
13
12
12
12
12
12
11
11
10

11
2
16
13
16
11
13
6
1
2
13
13
6
6
16
20
24
20
16
6
6
2
2
20

Total
Mea
n
Scor
es
10.67
8.67
8.00
7.67
7.67
7.67
7.00
6.33
6.00
5.67
5.67
5.33
4.67
4.67
4.33
4.33
4.00
4.00
4.00
4.00
4.00
3.67
3.67
3.33

NEA
’s
Total
Scor
es
6
8
4
5
4
6
5
7
9
8
5
5
7
7
4
3
2
3
4
7
7
8
8
3

Ra
nk
124
1
3
7
2
4
14
4
7
7
14
7
7
14
14
7
14
14
24
7
14
14
14
14
4

PEA
’s
Total
Scor
es
11
5
3
6
4
2
4
3
3
2
3
3
2
2
3
2
2
1
3
2
2
2
2
4

Ra
nk
124
2
4
1
5
2
5
5
8
15
14
8
10
17
17
15
10
10
10
17
20
20
23
23
20

Teac
her
Total
Scor
es
15
13
17
12
15
12
12
9
6
7
9
8
5
5
6
8
8
8
5
3
3
1
1
3

Media
n
Scores

r
Dev.

11.00
8.00
4.00
6.00
4.00
6.00
5.00
7.00
6.00
7.00
5.00
5.00
5.00
5.00
4.00
3.00
2.00
3.00
4.00
3.00
3.00
2.00
2.00
3.00

4.51
4.04
7.81
3.79
6.35
3.79
4.36
3.06
3.00
3.21
3.06
2.52
2.52
2.52
1.53
3.21
3.46
3.61
1.00
2.65
2.65
3.79
3.79
0.58

It should be noted that the combined Total Frequency Scores and Rank Order are
greatly influenced by the results obtained from the large sample of primary
teachers’ responses compared to the number of responses from SNEAs and SPEAs.
This set of results reveal the series of the top-24 most frequently occurring
education organisational problems which the practising PNG educators in this
study considered as those that hinder the effective implementation of UBE within
the PNG school system. These ‘top 20’ ranked problems were the result of a
general lack of, or inadequate: (i) finance; (ii) school infrastructure, buildings and
facilities; (iii) school materials and equipment; (iv) teacher upgrading and
training; (v) availability of curriculum materials; (vi) provincial grants and
subsidies; (vii) information and awareness; (viii) parents support and involvement
in the education process; (ix) leadership and management capacity; (x) awareness
about community roles and participation; (xi) teacher supervision; (xii) school
fees; (xiii) attention to address the needs of children from disadvantaged, remote,
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poor families; (xiv) provincial governments roles; (xv) teacher demand and supply
issues: (xvi) curriculum relevance; (xvii) teacher’s welfare and work conditions;
(xviii) education subsidy policy; (ixx) retention or drop-outs; (xx) coordination and
monitoring issues; (xxi) local level governments roles; (xxii) priorities for
education (and UBE); (xxiii) availability of data for planning; (xxiv) understanding
value of education
In view of some significant differences noted in the rank order results between the
respondent groups the top-10 ranked problem items for each respondent group
were appropriately extracted and are now discussed.

4.3.3.1 Results of SNEAs Top-Ten Education Organisational Problems
The SNEAs are system level leaders and administrators. Also by the nature of their
specialist roles they generally initiate and define the related aspects of educational
policy (including UBE) criteria, and facilitate, coordinate, monitor, and evaluate
policy implementation aspects. Because of this, one would expect their views to be
more concerned about aspects of management and coordination rather than actual
implementation or operational aspects.
The following were the results of the SNEA's top-10 ranked problem items which
hinder the effective implementation of UBE within the PNG school system. These
set of problem items, which are presented in their descending order, are related to
the general problems of, or inadequate: (i) leadership and management capacity;
(ii) community roles and participation; (iii) infrastructure, buildings, and facilities;
(iv) priorities for education (and UBE); (v) availability of data for planning; (vi)
parental support and involvement in the education process; (vii) attention to the
needs of children from disadvantage, remote, poor families; (viii) provincial
governments roles; (ix) coordination and monitoring issues; and (x) local level
governments roles.
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These set of results generally tend to emphasise the SNEA’s strong concerns about
the problems of general lack of, or inadequate ‘administrative leadership and
management capacity’ especially at the provincial and local levels of government.
Some of the critical problems at the provincial for example were more clearly
revealed through the following interview statement by a very senior official from
PNGDOE in stating that:

At the moment there is a need to clearly define and clarify the roles and
responsibilities of leader managers of education in provinces. They are
currently appointed by and are responsible to the provincial
administration and therefore are not accountable to the National
Department of Education on education matters. Because of this, there
are many things that are required of them that are either done poorly,
or not done at all. For example, the increasing problems of teacher
selections, appointments, deployment, and discipline and, most critical
of all, the administration of their salaries, allowances and leave fares
are getting to a point where we may have to re-centralise some of these
functions. The administration and accountability of education
subsidies and the data required to appropriately allocate and distribute
funds, materials, and for general planning purposes are among other
growing concerns. Further, the effectiveness of many provincial
education boards are either politicised or have not met their full
obligations. These problems are caused partly by a high turn over of
education managers, and partly by the lack of capacity within the
provincial education offices (SNEA 001).
Note:- Both italic and underlined emphases have been added by the Researcher

Comments on These Results:
The serious weaknesses arising from the decentralized system of provincial and
local level governments, particularly concerning the management of education
functions, are once again restated by the above statement. The range of political,
administrative and financial related problems are broad and complex which
generally include the problems of general lack of, or inadequate: (i) clarity of roles
and responsibilities; (ii) political influences in the systems of selections,
appointments, and replacements; (iii) administrative and financial accountability;
(iii) professional leadership and management capacity; (iv) lack of priority to
education (and UBE) in many provinces; and (v) high turn-over of staff.
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The above statement further expressed serious weaknesses about the performances
of expected roles of the SPEAs to effectively plan, manage, and implement those
devolved education functions. In particular, the problems of general lack of, or
inadequate: (i) ability to administer, manage, and account for the administrative
and financial aspects of provincial education; (ii) capacity to administer teacher’s
personal and professional conditions; (iii) capacity to produce and deliver basic
school materials and supplies to schools; and (iv) ability to plan, maintain
accurate data, and influence education decision making in provinces.

4.3.3.2 Results of SPEA’s Top-Ten Education Organisational Problems
In the PNG contexts of the devolved roles and functions of education, the SPEAs
are the important figureheads on operational aspects of implementing education
and in particular UBE related matters in the respective provinces. Because of this,
one would expect their views to be generally concerned about administrative and
operational aspects, such as finance, staffing, and resources.
The SPEAs considered the following ‘top-10’ problem items as those that hinder
the effective implementation of UBE within the PNG school system. These set of
problems, which are indicated below in descending order, relate to the problems of
general lack of, or inadequate: (i) finances; (ii) teacher upgrading and staff
development; (iii) infrastructure, buildings and facilities; (iv) availability of
curriculum materials; (v) information and awareness; (vi) understanding value of
education and UBE; (vii) materials and equipments; (viii) parental support and
involvement in the education process; (ix) leadership and management capacity;
(xi) teacher supervision; (xii) school fees; (xiii) teachers demand & supply issues;
and (xiv) retention or dropouts

Comments on These Results:
The problems with general lack of finance to effectively manage and implement
the operations and delivery of education services was considered by the SPEAs as
the most serious problem that they were faced with in provinces. These problems
were further confirmed by the interview statements from very senior PNGDOE
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officials especially in terms of addressing the problems related to quality of
teaching and teachers conditions of service, as well as, material resources
(infrastructure, buildings, facilities, and teaching materials and equipment). They
were also in agreement with the SNEAs about the problems of general lack of: (i)
infrastructure, buildings, and facilities in schools; (ii) leadership and management
capacity; and (iii) parental support and involvement in the education process.

4.3.3.3 Primary Teachers Top-Ten Education Organisational Problems
The basic roles of teachers in schools are commonly associated with the processes
of teaching and learning. They would therefore be concerned with those issues that
affect their teaching and living conditions at the local school, district and provincial
settings.
The set of summary results of the primary teacher’s ‘top-10' problem items
included the problems of general lack of, or inadequate: (i) availability of materials
and equipment; (ii) lack of finance; (iii) infrastructure, buildings and facilities; (iv)
teacher development and upgrading; (v) provincial grants and subsidies; (vi)
information and awareness; (vii) parental support and involvement in the
education process; (viii) teacher supervision; (ix) school fees; (x) curriculum
relevance; (xi) teachers welfare and living conditions.

Comments on These Results:
This pattern of results certainly reflect the teacher’s own roles and living conditions
in schools which especially emphasize the following categories of problem aspects,
which include:
(i)

teacher and teaching related problems especially concerned with their
development and upgrading, supervision, and welfare conditions;

(ii)

curriculum and materials related problems especially related to availability
of basic materials and equipment and curriculum relevance;

(iii)

lack of finance, especially related to the adequacy and the delivery of both
the provincial and national grants and subsidies and the inability of parents
to pay school fees;
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(iv)

lack of resources, especially related to problems of infrastructure, buildings,
facilities and equipment;

(v)

lack of information and awareness; and

(vi)

parental support and involvement in the education process.

Some Important Additional Findings From These Results:
A further significant contrast was drawn between the patterns of varied results of
the Top-10 problem items between the 3 respondent groups, especially in
relationship to the ‘top-down’ and ‘bottom-up’ policy implementation perspectives.
These are:
(i)

there were noted differences observed in the results of the top-10 problem
items between the SNEAs and SPEAs which was probably because of the
different roles and work environments of individuals in both groups;

(ii)

the differences observed however in the results between the SNEAs and the
primary teachers were much more significant. For example, both groups
were in agreement only in 2 out of the total 10 tested items. The agreed
items were the problems related to lack of: (i) infrastructure, buildings and
facilities; and (ii) parental support and involvement in the education
process. A possible explanation could be to do with the varied and
distanced ‘realities’ or ‘world views’ of the different roles and situations of
both groups. This difference in perceptions therefore implies that the policy
intentions (or aims and goals) determined at the top level do not necessarily
get accepted and/or implemented at the local school level. It also means that
‘uniform’ policies imposed from senior levels which do not account for the
diverse, dispersed, and complex PNG and school settings will prove
difficult to be universally accepted and as well to be implemented with
success.

(iii)

in contrast, the results of comparing the top-10 problem items between the
SPEAs and primary teachers, in many respects, appear to be consistent. A
possible explanation for this would be that teachers are direct subordinates
to the SPEAs and also work and implement policy in fairly similar
provincial and local conditions. This trend, to an extent, appears to support
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the intent of the decentralized roles of the SPEAs and district education
administrators under the OLPGLLG (1995).

4.3.3.4 Summary
This analysis provides insights from a range of important results based on highly
credible samples which addressed the Phase-1 Research Sub-Question One: What
do the PNG educator’s perceive are the major problems that hinder the effective
implementation of the GOPNG’s education policy goal on UBE?
The set of results obtained from the analysis of interview responses identified a
range of key categories of macro-level PNG societal problems that hinder the
effective implementation of educational policy and UBE in PNG. These generally
related to factors caused by PNGs’ (i) diverse, dispersed and complex geographical
composition; (ii) diverse cultures and traditions; (iii) increasing social and
economic inequities; (iv) general lack of financial resources, systems and
accountability; (v) political and administrative systems and structures: (vi)
problems of good governance or administrative leadership knowledge and
capacity; (vii) lack of consistent political and administrative commitment towardfree and compulsory education policies, child’s rights to basic education, poverty
and disadvantaged populations, and basic remote rural needs and opportunities;
(viii) lack of infrastructure and resources; (xi) lack of access to markets and
income earning opportunities; and (x) lack of understanding about the values of
education and UBE.
In addition, the analysis of the questionnaire responses further revealed a total set
of top- ranked key categories of education organisational problem items which
block the effective implementation of UBE within the PNGSS. These are related to
the general problems of, or inadequate: (i) finance; (ii) school infrastructure,
buildings and facilities; (iii) school materials and equipment; (iv) teacher
upgrading and training; (v) availability of curriculum materials; (vi) provincial
grants and subsidies; (vii) information and awareness; (viii) parents support and
involvement in the education process; (ix) leadership and management capacity;
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(x) awareness about community roles and participation; (xi) teacher supervision;
(xii) school fees; (xiii) attention to address the needs of children from
disadvantaged, remote, poor families; (xiv) provincial governments roles; (xv)
teacher demand and supply issues: (xvi) curriculum relevance; (xvii) teacher’s
welfare and work conditions; (xviii) education subsidy policy; (ixx) retention or
drop-outs; (xx) coordination and monitoring issues; (xxi) local level governments
roles; (xxii) priorities for education (and UBE); (xxiii) availability of data for
planning; (xxiv) understanding value of education
More detailed analyses of the results further revealed differences in types or
sources of policy problems faced by the different respondent groups based on their
different roles and work environments within the PNGSS.
The results of the SNEA’s group, which are consistent with their roles as the
overall system leaders and administrators, revealed the following as the top-10
education problem items that hinder the effective implementation of UBE within
the PNGSS. These were related to the general problems of, or inadequate: (i)
leadership and management capacity; (ii) community roles and participation; (iii)
infrastructure, buildings, and facilities; (iv) priorities for education (and UBE); (v)
availability of data for planning; (vi) parental support and involvement in the
education process; (vii) attention to the needs of children from disadvantage,
remote, poor families; (viii) provincial governments roles; (ix) coordination and
monitoring issues; and (x) local level governments roles.
As operational managers of education in provinces the set of top-10 results of the
SPEA’s group revealed the following problem items as those that hinder the
effective implementation of UBE at the provincial level. These relate to the
problems of general lack of, or inadequate: (i) finances; (ii) teacher upgrading and
staff development; (iii) infrastructure, buildings and facilities; (iv) availability of
curriculum materials; (v) information and awareness; (vi) understanding value of
education and UBE; (vii) materials and equipments; (viii) parental support and
involvement in the education process; (ix) leadership and management capacity;
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(xi) teacher supervision; (xii) school fees; (xiii) teachers demand & supply issues;
and (xiv) retention or dropouts.
Consistent with their roles involving the process of teaching and learning the set of
top-10 results of the primary teacher’s revealed the following problem items as
those that hinder the effective implementation of UBE at the school level. These
are related to the problems of general lack of, or inadequate: (i) availability of
materials and equipment; (ii) lack of finance; (iii) infrastructure, buildings and
facilities; (iv) teacher development and upgrading; (v) provincial grants and
subsidies; (vi) information and awareness; (vii) parental support and involvement
in the education process; (viii) teacher supervision; (ix) school fees; (x) curriculum
relevance; (xi) teachers welfare and living conditions.
The significant differences in the results especially between the top level SNEA's
group and the classroom primary teachers implies that policy intentions (or aims,
goals and objectives) developed at the national level do not necessarily get
accepted and/or implemented at the local school level.

4.4

PHASE-ONE RESULTS: IMPLEMENTATION OF
CURRENT UBE POLICIES AND PRACTICES

1.1.52 4.4.1

Introduction

This Part of Chapter Four reports on the set of quantitative results obtained from
the analysis of responses to the Phase-1 Research Sub-Question Two: What do the
PNG educator’s perceive are the most important series of UBE policies and
practices that are being implemented under the current education reforms and the
NEP 1995-2004?
The results were obtained through the analysis of two sets of data sources and these
were:
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(i)

a set of statistical data on chosen aspects of implementing UBE policy goals
on access, retention and equity at the elementary and primary sectors of
education in PNG obtained from analyzing the NEP 1995-2004 and other
PNG education documents; and

(ii)

a set responses from sampled educators to 70 Likert scale based questions
about UBE policy items, which assessed the attitudes of the respondents
about what they perceived as the most and least important items.

1.1.53 4.4.2

Results of Implementing Elementary Education Policies

The vision and challenge within which the EES was established under the
education reforms of the 1990s and within which it needs to be developed and
improved in the future is expressed through the following interview statement
provided by a very senior educational official from PNGDOE in stating that:

The elementary education system was established to address a major
issue of society and that is ‘peace’ and ‘prosperity’. We worked on the
conviction that peace and prosperity can be attained, when people
understand each other through learning their history and cultural
traditions and thereby develop respect for one another. The emphasis
therefore on ‘cultural education’ and learning in the local language
that the children understand is the biggest challenge, both in
integrating early childhood life with school learning experiences and
in developing relevant individual competence, skills and attitudes of
children as they progress in school (SNEA 001).
This sub-section reports on two sets of results obtained from the analysis of the
tested elementary education policies. This first set of results deal with the NEP
1995-2004 projected access and participation targets. The second set deals with the
Likert scale based questionnaire results.
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4.4.2.1 Results of Elementary Access and Participation Rates
The first pilot village-based elementary (or vernacular) schools were established in
1994 and 1995 in two provinces and by 1998 the system was institutionalized in all
provinces. The NEP 1995-2004 in particular projected that "by the year 2004 the
total enrolments in elementary schools would be expected to reach about 426,626
students with equal access opportunities for males and females and the training of
about 16, 000 teachers” (DOE, 1997:10). The total enrolment and staffing figures
for selected years between 1995 to 2002 are indicated below in Table 4.5.

Table 4.5: NEP Total Projected and Actual Elementary Enrolment and Staffing by
Selected Years 1995 to 2002
Student Enrolment
Staffing
Year

Projected

Actual

% Diff.

%
Female

Male

Female

Total

%
Female

P/T
Ratio

1995
1998
2002

1497
87,471
313,574

1,497
79,133
240,143

90.5%
76.6%

47.2%
47.1%
46.7%

14
1559
4121

37
1137
2884

51
2696
7007

72.5%
42.2%
41.1%

29.4
29.4
34.3

Sources: 1. National Education Plan 1995-2004: Vol. A (1997:10-11). 2. Department of Education (2002 and
2000).

Comments on These Results:
The more than 90% achievement rate of elementary enrolment by 1998 had
progressed beyond the original expectations which were laid down by the GOPNG.
It was generally envisaged that this new system would be slow in starting as
significant convincing and persuasion of parents and communities was required to
build the schools and to train the teachers. The drop in the rates of enrolments in
2002 followed a temporary halt by the GOPNG to freeze establishment of new
elementary schools because of lack of planning, control, and financing of teachers’
salaries by many provinces ” (DOE, 2002 and 2003). The “female enrolment rate
of about 47% has been particularly encouraging and is consistent with the overall
proportion of female population rates in the country. However, the 41% female
teacher numbers remains a serious concern” (DOE, 2001:32). The pupil teacher
ratio, which was projected to be 30 to 1 for prep and 40 to 1 for grades 1 and 2,
appears to be contained around the 30 to 1 level, although figures vary widely
across provinces and between urban and rural schools.
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In addition, among the main concerns about access to school has been the capacity
of the PNGSS to sustain the increasing population growth rate in PNG. An
important indicator for this particular issue relates to the admission rates for 7 year
olds in both Elementary grade 1 and Primary grade 1 for selected years between
1992 to 2001. This data is provided below in Table 4.6.

Table 4.6: Grade 1 Enrolment of 7 Yr. Old Population for
Selected Years 1992 to 2001
Year
Grade 1
No. 7 Yr. Olds
Admission Rates
1992
99,879
114,885
87%
1995
117,012
124,444
94%
1998
149,494
134,799
111%
2001
131,877
146,015
90%
Source: Department of Education (2003:18). State of Education Report.
Waigani, PNG.

Comments on These Results:
Generally, the student admission rates appear to be high around the 90% range
since before the education reforms in 1992. This to a greater degree indicates that
the village-based elementary school system does provide adequate capacity to
admit the population of 6 to 8 years old children. However, great caution is needed
in interpreting this data because of the wide provincial variations, and the accuracy
of the age groups of children enrolled in schools at this level and the data supplied
from the provinces. It is also acknowledged, for example, that “there are many
children who are enrolled at grade 1 who are aged 8, 9 or even 10” (DOE, 2001 and
2003).

4.4.2.2 Likert Scale Results of Implementing Elementary Education Policies
The second set of results deals with the Likert scale ratings of the level of
importance toward a total set of 16 researcher identified education reform based
elementary policy items, which are provided below in Table 4.7.
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Table 4.7: Results of Item Mean and Ranking Scores for a Set of 16 Elementary
Policy Items by the PNG Educators Out of the Total 70 UBE Items

Total Rated and Ranked
Elementary Policy Items
1. Learn local vernacular and culture
2. Three-year elementary system
3. School entry at age 6
4. Community attitudes to vernacular
5. Four-hours teaching
6. Teacher selection criteria
7. Observed elementary teaching
8. Parental support
9. Pupil teacher ratio
10. Multi-grade teaching
11. 3-Year Mixed-Mode Training
12. Importance of elem. education
13. Clarity of elementary roles
14. Awareness of elementary roles
15. Elementary coordination
16. Adequacy of elem. supervision

Total
Rank
Order Total Item
Mean S.D
I/70

n/240

SD

Total Item Mean and Rank Scores of
Elementary Policy Items by Respondents
National
Provincial
Elem.
Admin.
Admin.
Teachers
Rank Mean Rank Mean Rank Mean
n/70 n/8
I/70 n/12 n/64 n/44

1
2
6
11
13
14
16
17
19
33
34
45
46
50
63
65

4.41
4.37
4.04
3.80
3.77
3.72
3.69
3.66
3.61
3.35
3.35
3.11
3.06
3.02
2.77
2.76

1.03
1.16
1.20
1.18
1.35
1.25
1.09
1.11
1.22
1.29
1.22
1.23
1.44
1.23
1.34
1.51

8
4
11
22
10
51
18
34
27
6
55
60
50
57
68
59

4.13
4.25
3.88
3.50
3.88
2.75
3.63
3.25
3.38
4.14
2.71
2.63
2.80
2.71
2.40
2.70

1
15
21
22
36
30
33
24
20
53
29
37
62
49
70
48

4.33
3.83
3.75
3.75
3.33
3.58
3.42
3.75
3.75
3.00
3.58
3.33
2.80
3.09
2.10
3.10

3
1
7
5
15
6
8
12
20
24
13
10
14
16
23
17

4.56
4.67
4.30
4.37
3.86
4.31
4.20
4.05
3.70
3.02
4.00
4.10
4.00
3.84
3.60
3.80

Total Item Attitude
Scale by Percentages
Most Least Not.
Import. Import. Sure
(%)
(%)
(%)
100
100
100

91.5
87.4
78.8
80.0
67.7
74.3
68.1
72.7
60.3
41.2
64.7
57.1
47.1
53.6
59.2
53.6

7.0
9.8
11.2
11.4
22.6
17.1
11.6
12.2
19.1
32.4
20.6
21.4
37.1
20.4
28.2
33.3

1.4
2.8
9.9
8.6
9.9
8.6
20.3
15.2
20.6
26.5
14.7
21.4
15.7
15.9
12.7
13.0

Comments on These Results:
These sets of results are widely varied both in terms of the respondent’s item mean,
ranking, and percentage measures. The results however generally confirm that the
PNG educators showed an overwhelmingly high approval ratings of 92% and 87%
respectively for the implementation of the policies on ‘vernacular and culture
education’ through the ‘elementary education system’. Both aspects were
consistently rated and ranked amongst the top most important educational policy
goals of the GOPNG which also was strongly supported in the above expressed
view by the very senior PNGDOE education officials. Other items which also were
given moderately high (or 70% or above) approval percentage ratings were: (i)
community attitudes to vernacular education; (ii) school entry at age 6; (iii)
teacher selection criteria; and (iv) parental support and involvement in elementary
schools.
The SNEAs further considered the policies on; (i) multi-grade teaching; (ii) school
entry at age 6; and (iii) 4-hours of teaching amongst their top-10 rated items. They
rated the following items as moderately important (or mean rates between 3.1253.99), which include policies on: (i) adequacy of observed teaching; (ii) pupil
teacher ratio; and (iii) parental support. They were ‘not too sure’ (or mean rates
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between 2.125 – 3.124) about implementing policies on: (i) 3-year mixed-mode
training; and (ii) adequacy of coordination, supervision, clarity and awareness of
elementary roles in provinces and schools. This however would be expected in that
at the time of data gathering for this study (in 2002) the elementary system was just
in its introductory stages and the SNEAs group were quite removed from the
implementation realities in provincial and school settings.
The results of the SPEAs generally indicated moderate support (or mean rates
between 3.125-3.99) for the following elementary policies on: (i) elementary
education system; (ii) school entry at age 6; (iii) community attitudes to vernacular
education; (iv) pupil teacher ratio; (v) parental support; three-year mixed-mode
training; (vi) teacher selection criteria; (vii) 4-hours of teaching; and (viii)
adequacy of observed teaching; and (ix) importance of elementary education. They
were ‘not too sure’ about policies on: (i) multigrade teaching; and (ii) adequacy of
supervision, clarity and awareness of elementary roles. They expressed serious
concerns about coordination aspects of elementary education.
The group of elementary teachers who had some experience in implementing these
set of policies at the school level indicated high ratings for the following policies on:
(i) vernacular and culture education; (ii) elementary education system; (ii) school
entry at age 6; (iii) community attitudes to vernacular education; (iv) pupil teacher
ratio; (v) parental support; three-year mixed-mode training; (vi) teacher selection
criteria; (vi) adequacy of observed teaching; (vii) 3-year mixed-mode training; (viii)
parental support; (ix) importance of elementary education. They indicated moderate
support (or mean rates between 3.125- 3.99) for the set of policies on: (i) 4-hours
teaching; (ii) pupil teacher ratio; and (iii) adequacy of supervision, coordination,
clarity and awareness of elementary roles. They were ‘not too sure’ about the policy
on multigrade teaching.

1.1.54 4.4.3

Results of Implementing Primary Education Policies

The vision of the primary education system is for all children to complete 9 years
of UBE which prepares them to become productive members of their communities.
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This vision is more strongly and clearly emphasized by the following interview
statements by 2 very senior officials from PNGDOE in stating that:

Expanding the basic school system from 6 to 9 years The primary system that we
is a major achievement. This dramatically has are employing is good and
increased school enrolments particularly at the it is working. It gives
elementary level and reduced the large number of students longer period to
students who otherwise would have been forced out remain in school, for them
of school after grade 6. The system in fact has to be more matured and
helped the country by having all children to access gain extra knowledge and
to 9 years of quality basic education. This has also skills, which should give
been

achieved

at

a very

minimal

cost to them more confidence and

Government, especially without having to establish hope with their choices to
and build new schools and infrastructure and to either return home to the
train specialist grade 7 and 8 teachers. However, village or to continue in
there is considerable work that remains to be done school (SNEA 003).
and we must intensify our efforts in implementing the
primary reforms (SNEA 001).
Note: Researcher added emphasis in both italic and underlined prints.

Comments on These Results:
The developments referred to were based on a range of cost-effectiveness measures
amongst which include the Top-Up Primary School System in which the grades 1
and 2 were elevated to the elementary level and the ‘topping-up’ of primary to
grades 7 and 8 which were transferred from lower secondary schools.
The following sub-section reports on two sets of results obtained from the analysis
of the tested elementary education policies. This first set of results deal with the
NEP 1995-2004 projected access and participation targets. The second set deals
with the Likert scale results obtained from the teacher level responses
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4.4.3.1 Results of Primary Education Access and Participation Policies
The NEP 1995-2004 projected the following specific targets to be achieved by the
planned period 2004 in which the: (i) total enrolment to reach about 600,000
students; (ii) improve GER from about 75.1% (male 75.9% and female 74.1%) in
1995 to 100%; (iii) improve grades 1 to 6 retention rates by 10% (male 62.6% and
female 60.3%); (iv) improve grades 6 to 7 transition rates to 50%; (v) improve
female completion rates.
The total NEP projected and actual student enrolments and staffing data for
selected years both before the reforms (1990) and following the planned reform
period 1995 to 2004 are indicated below in Table 4.8.

Table 4.8: NEP Projected and Actual Primary Enrolment and Staffing by Selected
Years 1995 to 2002
Student Enrolment
Staffing
Year

Projected

Actual

% Diff.

%
Female

Male

Female

Total

%
Female

P/T
Ratio

1990
1995
1998
2002

521018
571533
581757

413089
521018
568164
587255

99.4%
100.9%

44.3%
45.7%
45.1%
44.4%

8557
10283
10064
9273

3957
5680
6018
6229

12512
15963
16028
15507

33.6%
35.6%
37.4%
40.2%

32.5
33.9
34.9
37.9

Source: Department of Education (1997). The National Education Plan 1995-2004 Volume A. Waigani, PNG.

Comments on These Results:
This set of results generally indicated that the NEP projected student enrolments
targets were reasonably maintained and were in fact exceeded by the year 2002.
The Researcher however is cautious about the figures for 2002 partly because of
“some inflated figures from some provinces” (DOE, 2002: 1), and also the
“uncontrolled establishment of many unplanned primary schools in some provinces
forced upon by political pressures leading to the 2002 PNG national elections”
(DOE, 2003 and 2002).
The overall female enrolment rates have remained unchanged while there is a
positive trend in increased female teachers since the reforms began in 1993.
However, the overall total teacher numbers, especially for males, has seen a 7.8%
decline from the 1998 figures. This is an interesting, but a potential trend with
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negative future implications that needs to be closely watched by the education
authorities. The figures for “pupil teacher ratios have been rising slightly in recent
years reflecting the reported severe shortage of teachers in some areas” (DOE,
2003: 31) of the country.
Generally, these set of results greatly acknowledge the successful achievement of
the GOPNG’s goal of providing greater access to UBE under its education reform
program, especially at the elementary and primary levels of education.

4.4.3.2 Results in Implementing Primary Gross Enrolment Rates
The reform top-up primary education system has generally addressed and
successfully improved the provision of greater ‘access’ or ‘admission’ rates to UBE
from grades 3 to 8. However, PNG as a country and its NES are faced with a much
more severe and critical challenge which is concerned with the widely varied gross
enrolment rates and “the continuing poor retention (or high drop-outs) rates,
especially at the lower primary level” (DOE, 2003, 1997, and 1991).
These particular problems are portrayed below in Figure 4.1 through the NEP
projected 1995 total enrolment targets for Prep to Grade 12 and the actual achieved
figures in 2000.

Figure 4.1: Total Grades 1 to 12 Enrolment Figures in 1995 and 2000
Grades 1 to 12 NEP Targeted 1995 Enrolment and Actual 2000 Figures
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Source: 1. Department of Education (1997). National Education Plan 1995-2004. Waigani, PNG. 2.
Department of Education (2000). Education Statistics. Wiagani, PNG.

Comments on These Results:
The above Chart generally affirms the capacity of the elementary and primary
school systems to enrol or admit large numbers of children. However, for widely
varied reasons, the system continues to be beset with varied GER and poor
retention rates, as are now explained.
The Gross Enrolment Rate is defined here as the number of children in Grades 1 to
6 (both in the elementary and the primary sectors) as a percentage of the number of
7 to 12 year old population in PNG. The results for the 1995 grades 1 to 6 GER
and the achieved 1999 GER are given below in Table 4.9.
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Table 4.9: Grades 1 to 6 Gross Enrolment Rates by Gender and Province in 1995 and 1999
Provinces

GER 1995 by Percentage
Male
80.8

1. Western
92.9
2. Gulf
84.9
3. National Capital District
82.4
4. Central
74.0
5. Milne Bay
71.2
6. Oro
68.1
7. Southern Highlands
76.2
8. Eastern Highlands
92.1
9. Simbu
60.1
10. Western Highlands
64.1
11. Enga
87.4
12. Morobe
73.8
13. Madang
74.6
14. Sandaun
74.0
15. East Sepik
89.4
16. Manus
83.8
17. New Ireland
79.6
18. East New Britain
87.1
19. West New Britain
64.6
20. Bougainville
95.0
21. Kiunga Lake Murray Dist.
Papua New Guinea 75.9

Female
81.6

Total

GER 1999 by Percentage

81.2

Male
92.0

Female
92.9

92.4

Total

85.0

89.3

98.6

98.1

98.4

86.8

85.8

69.1

66.1

67.6

81.8

82.1

90.1

90.6

90.4

77.3

75.6

71.9

77.9

74.5

71.2

71.2

82.1

82.6

82.3

66.8

67.5

65.8

64.0

65.0

76.5

76.3

97.5

103.4

100.0

81.9

87.5

113.2

101.6

107.8

64.1

61.8

69.0

75.7

71.9

56.2

60.5

60.2

56.4

58.5

86.0

87.7

91.9

87.0

89.6

73.6

73.7

80.5

87.2

83.4

70.5

72.8

75.3

77.2

76.2

71.4

72.8

96.5

91.7

94.2

86.0

87.7

98.3

97.0

97.7

83.3

83.6

79.7

81.6

80.6

79.6

79.6

78.6

75.8

77.3

85.4

86.3

86.5

81.0

83.9

64.2

64.4

86.5

84.7

85.6

89.7

92.5

103.5

93.2

101.0

74.1
75.1
81.5
81.1
81.3
Source: For 1995 GER refer to Department of Education (1997). National Education Plan 1995-2004. The
population figures for the age group 7 to 12 years old are based on the 1990 National Census. For 1999 GER
refer to Department of Education (2001). Ministerial Brief. Waigani, PNG.

Comments on These Results:
The projected NEP target was to improve the overall GER rates from 75 % in 1995
to 100% by the planned period 2004. However, the figures continue to show wide
variations across all provinces and the rates have remained to be “around the 75%
to 80% range since 1990” (DOE, 2003, 1997, and 1990). Many coastal provinces
generally show consistent and slight improvements in their GER such as those in
the Southern Region (provinces 1 to 6), the Islands Region (provinces 16 to 20),
and New Guinea Coastal Region (provinces 11 to 15). However, the Highlands
Region (provinces 7 to 11) contains the least performing provinces, apart from
Simbu and Eastern Highlands. It is important to note also that the female GER rates
are consistently better than for males for provinces such as those in the Southern
Region (provinces 1 to 6), Eastern and Western highlands, and New Ireland, Manus
and ENB provinces.
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4.4.3.3 Results in Implementing Primary Retention Rates
The Retention Rates continue to be poor despite the education reform efforts of the
1990s. The figures from NDOE continue to indicate that “almost half the children
who enrol in grade 1 drop-out of school before they have completed grade 6”
(Department of Education, 2003, 1997 and 1991). The figures for the 1990 cohort
(before reform) obtained through the 1995 NEP actual figures and the 1994 cohort
(beginning of reform) are shown below in Table 4.10.
Table 4.10: Grades 1 to 6 Retention (1990 Cohort) and (1994 Cohort) by Gender and
Province
Provinces

%
Retention
Cohort)
Male
Female
63.9
60.7
69.9
68.3
86.1
83.7
64.2
62.6
71.0
74.3
49.0
54.9
64.1
59.8
46.4
41.5
58.7
31.3
47.6
44.7
44.6
40.4
64.9
60.9
71.6
70.3
56.3
53.4
62.7
59.3
72.2
76.4
62.2
65.2
62.9
63.8
66.8
73.9

1. Western
2. Gulf
3. National Capital District
4. Central
5. Milne Bay
6. Oro
7. Southern Highlands
8. Eastern Highlands
9. Simbu
10. Western Highlands
11. Enga
12. Morobe
13. Madang
14. Sandaun
15. East Sepik
16. Manus
17. New Ireland
18. East New Britain
19. West New Britain
20. Bougainville
67.4
21. Kiunga Lake Murray
Papua New Guinea 62.6

65.0
60.3

(1990

%
Retention
Cohort)
Total Male
Female
76.2
62.4 75.7
41.4
69.2 43.9
89.8
85.0 88.6
59.6
63.5 64.0
67.4
72.6 61.9
57.0
51.6 57.0
36.2
62.2 48.0
31.5
44.2 41.6
28.2
50.8 42.6
44.7
46.3 49.1
50.6
42.9 38.9
53.6
63.1 55.9
57.5
71.0 55.4
56.4
47.5
55.0
52.7
61.1 54.7
77.6
74.1 70.4
70.3
63.6 72.4
73.8
63.3 73.2
64.0
70.0 55.3
107.9
100.3
68.3
66.3 73.6
61.6 55.8
53.7

(1994
Total
75.9
42.8
89.2
61.9
64.6
57.0
42.4
37.0
35.9
47.1
42.7
54.9
56.3
52.4
53.8
73.7
71.4
73.5
58.9
104.1
71.1
54.8

Source: For 1995 RR refer to Department of Education (1997). National Education Plan 1995-2004. For 1999
RR refer to Department of Education (2001). Ministerial Brief. Waigani, PNG. No figures were available for
the Bougainville Province.
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Comments on These Results:
The problem of continuing poor retention remains the biggest obstacle to achieving
UBE in PNG unless drastic actions to seriously address this issue are taken by the
GOPNG in the medium- to long-term development of education in PNG. For
example, only the National Capital District performs consistently above the 80%
retention rate of its students from elementary prep to primary grade 8 probably
because these school grades are now institutionalised under one campus. There are
only 6 other provinces that perform consistently above the 60% range, and these
are provinces in the Islands Region (Manus, East New Britain, New Ireland, and
the Southern Region (Milne Bay, Western and Central). The results further reveal
that at least 8 provinces continue to perform poorly or below the national average
rates for PNG. These include all provinces in the Highlands Region (Southern,
Western, Eastern, Simbu, and Enga) and Sandaun, Oro and Gulf provinces. In
addition, despite the reform efforts, 4 other provinces show noted drop in their
retention rates, and these are: Madang, West New Britain, Morobe, East Sepik, and
Gulf. The female retention rates appear to be the worst in the ‘highlands
provinces’.
It would therefore appear that in improving access to UBE, an important set of
improvement factors will need to be targeted at Province level reforms, many of
which will need to be at the macro (i.e. societal and economic levels) rather than
reforms aimed only at the levels of actual school policies

4.4.3.4 Results of PNG Educator’s Views on Implementing Primary
Education Policies
This sub-section reports on the results of what the sampled range of PNG educators
perceived were the level of importance in implementing a total set of 18 primary
education policy items out of the total 70 UBE policy items tested. For full details
refer to Appendix 6A and 6B. The results obtained from the analysis of the Likert
scale items mean and ranking scores are provided below in Table 4.11.
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Table 4.11: Results of Likert Mean and Ranking Scores of a Set of 18 Primary

Total Ra
tedand Ranked
PrimaryPolicyItems

1. Idea ofUBE toprimarygrade 8
2. Impor
tance ofUBE forfemales
3. Top
-up primarysystem
4. Observe
d teaching inprimary
5. Greaterfemale access toUBE
6. Primary7/8same as high school
7. Impor
tance of primary educ
ation
8. Grad
e 8 graduate adjust to life
9. Condu
ct BOM/P&Cmeetings
10. Confi
dence in Diploma graduate
11. Adequ
acyof studentdiscipline
12. Provi
sionof security
13. BOMbuild andmaintain schoo
ls
14. Imp
lement schoo
l plans
15. Promo
te school ethos
17. Provi
sionof landforschool
18. BOMhandlingof schoolfinances

Total TotalItem
Rank Mean S.D
Order
I/70 N240 SD
4
4.17 1.27
5
4.16 1.24
7
4.04 1.23
9
3.92 1.10
15 3.70 1.22
25 3.46 1.39
29 3.43 1.25
30 3.41 1.30
38 3.25 1.24
39 3.24 1.31
42 3.18 1.27
48 3.04 1.33
49 3.03 1.22
51 3.01 1.24
58 2.91 1.25
61 2.87 1.30
62 2.83 1.27

Total Item titude
At
TotalItem Mean
andRankScores of
Rates by Percentag
PrimaryPolicy Items by Responden
ts
National
Provincial
Primary Most Least Not
Import. Import. Sure
Admin.
Admin.
Teachers
RankMean Rank Mean Rank Mean (%) (%) (%)
I/70 n/8
I/70 n/12 I/30 n/168 100 100 100
5
4.14 9
3.93 2
4.17 77.7 13.5 8.8
9
4.00 5
4.08 5
3.98 74.5 12.5 13.0
3
4.25 7
4.00 7
3.76 67.8 15.6 16.7
17 3.63 3
4.17 3
4.01 73.4 9.9 16.7
25 3.43 6
4.08 8
3.74 64.4 18.1 17.5
64 2.50 2
4.18 11 3.61 60.9 23.3 15.9
21 3.57 4
4.08 21 3.06 41.5 33.7 24.7
29 3.25 10 3.92 15 3.19 45.6 29.4 25.1
54 2.75 27 3.67 12 3.31 50.6 25.8 23.7
37 3.00 14 3.83 13 3.26 47.3 25.6 27.2
33 3.25 36 3.36 14 3.24 46.7 28.4 25.0
53 2.75 34 3.42 18 3.14 40.8 31.7 27.5
65 2.50 39 3.33 16 3.16 41.4 31.4 27.2
66 2.50 28 3.67 17 3.15 38.9 29.1 32.1
41 3.00 55 3.00 26 2.79 30.8 46.6 22.5
67 2.50 52 3.08 24 2.85 33.3 42.2 24.5
69 2.38 51 3.08 19 3.13 40.0 30.5 29.5

Education Policy Items Out of Total 70 UBE Items

Comments On These Results:
Analyses of this set of results again revealed wide differences in the Likert scale
ratings provided by the different samples of PNG educators in implementing the
primary education policies and practices. However, there is at least strong
consistent agreement by all groups towards the expansion of the school system: (i)
from grade 6 to 8 (or the idea of UBE to grade 8), which has been implemented
through; (ii) the primary top-up system, and (iii) the importance of females to
achieve UBE.
In addition, the SPEA’s group also are in agreement with the primary teachers
about the importance of: (i) adequacy of observed primary teaching; (ii) the
provision of greater female access to grade 8 primary education; and (iii) the view
that grades 7 and 8 should be of the same level and quality in both primary and
high schools. These same items are rated as moderately important by the SNEAs.
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It also should be noted that (as also detected in a previous analysis) the SNEA’s
views are significantly different from the SPEAs and the primary teachers through
rankings in which their results generally indicate that they are ‘not sure’ about the
implementation of approximately half of the primary education policies. As
commented earlier, this result would be expected in that the SNEAs are quite
removed from the implementation aspects of educational policy and UBE
especially at the provincial and school levels. The SPEA’s results, which tend to be
consistent with those of the primary teachers, have indicated only moderate support
for the following primary policies, which include: (i) the generally moderate
performances of the school boards of management roles, such as conduct of
meetings, student discipline, security, and school maintenance; and (ii) graduates
from grade 8 appear to adjust well in their communities than previously grade 6
school leavers. They are however not sure about implementation of school plans,
ethos, land issues, and handling of school finances. These results are consistent
with views of the primary teachers.

1.1.55 4.4.4

Results of the Most Important Current UBE Policy Items

This part of the analysis reports on the set of most important rated and ranked
quantitative results obtained from the analysis of the total set of 70 Likert scale
UBE policy items. For full details refer to Appendix 6A and 6B. In order to
appropriately determine the level of importance of each item against all other tested
items, the obtained mean scores were then ranked in descending order from 1 to
70. This process then determined the top ranked items as ‘most important’ and the
bottom ranked items as least important.
The Researcher then further applied the logic of top-10 rated and ranked items for
each respondent group in order to appropriately provide a cut-off mark in which to
compare the results between the top-10 (or most important), the bottom-10 (or least
important) and the middle range (or moderately important). Consequently, this
analysis deals with the results of the Top-28 rated and ranked most important UBE
policy items, out of the possible 40, which were obtained through the combined
results of the top-10 rated and ranked UBE policy items from each of the 4
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respondent groups (4 x top-10 rated and ranked items = 40 items). In addition,
because of the wide variations found within and between the results of the Likert
item mean and ranking scores, the Researcher further applied a set of ‘decision
rules’ to appropriately account varied results, which are explained as follows.

4.4.4.1 Decision Rules Applied To the Analysis of Likert Scale Measures
The following set of Decision Rules were applied by the Researcher in order to
more appropriately account for the variations in the Likert scale measures and as
well to compare the results both within the descending ranking scale and between
the 4 respondents groups. These are referred to as the Decision Rules For
Converting Averaged Likert Scores to a Final (Reported) Score for the Sample,
which is outlined below in Table 4.12.

Table 4.12: Decision Rules For Converting Averaged Liker Scores to a Final
(Reported) Score For the Sample
Original 5-Point Likert
Scale Attitude Measures
1. Point 5 = Most Important
2. Point 4 = Important
3. Point 3 = No Opinion or
Not Sure
4. Point 2 = Unimportant
5. Point 1 = Least Important

Converted (Averaged) Likert Scale Measures by Percentage Range
Point 5: Mean Score 5.00 = Perfect Mean or 100% Achievement.
Point 4: Mean Scores 4.00 – 4.99 = Most Important UBE Items. The
rates range between 80% - 99.99%
Point 3: Mean Scores 3.125 – 3.99 = Moderately Important UBE
Items. The rates range between 62.5%- 79.99%
Point 2: Mean Scores 2.125 – 3.124 = No Opinion, or Not Sure UBE
Items. The rates range between 42.5% and 62.49%.
Point 1: Mean Scores 0 – 2.124 = Least Important UBE Items. The
rates range between 0% - 42.49%.

4.4.4.2 Results of the Top-28 Rated and Ranked Most Important UBE Policy
Items
The set of combined results for the ‘top-28 most important’ rated and ranked UBE
items by the PNG educators based on their descending order of importance from 1
to 28 is provided below in Table 4.13.
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Table 4.13: Phase 1: Summary Results of Top-28 Rated and Ranked UBE Items by
All Respondent Groups in Descending Order From 1 to 28

Top 28 Ra
ted and Ranked
UBE Items

1. Learnvernacular andculture
2. Three-year elementary system
3. UBE as a priority goal
4. Idea of UBE to grade 8
5. Value of UBE for females
6. Formal school entry at age6
7. Idea of top-up primary
8. Clarity of UBE policy goals
9. Observe
d teaching inprimary
10. National education subsidy
11. Attitudes to learnvernacular
12. Four-hours elem. teaching
13. Elementary teacher selection
14. Greater female access toUBE
15. Observe
d elem. teaching
16. Parent’s support/invol
vement
17. System of direct cash grants
18. Support ofistrict
d
officials
19. Improve student attendance
20. Parent’s interest in education
21. Contribute in cash andkind
22. Equal status for grade 7/8
23. Value of primary education
24. Gr.8 gradu
ate adjust to life
25. Multi-grade teaching
26. Role of churches inschool
27. Support forUBE Policies
28. Value of elem. education

Total TotalItem
Rank Mean&
Order Standard

TotalItem Meanand Rankingof Top-10 Most
ImportantUBEItems by All Respondent Groups

Deviation
Mean S.D

National
Admin.

I28

N240 SD

Rank Mean
I28 n8

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28

4.41
4.37
4.28
4.17
4.11
4.05
4.04
4.03
3.92
3.84
3.80
3.77
3.72
3.70
3.69
3.66
3.65
3.56
3.55
3.51
3.48
3.46
3.43
3.41
3.35
3.35
3.33
3.11

0.23
0.42
0.30
0.20
0.28
0.27
0.21
0.55
0.11
0.19
0.19
0.30
0.73
0.14
0.35
0.17
0.66
0.18
0.45
0.49
0.57
0.70
0.50
0.34
0.54
0.36
0.63
0.77

8
3
1
5
9
10
3
24
13
10
17
10
25
20
13
21
1
17
21
13
26
28
16
21
5
17
5
26

4.13
4.25
4.38
4.14
4.00
3.88
4.25
3.13
3.63
3.88
3.50
3.88
2.75
3.43
3.63
3.25
4.38
3.50
3.25
3.63
2.63
2.50
3.57
3.25
4.14
3.50
4.14
2.63

Provincial
Admin.

Primary
Teachers

Elem.
Teachers

TotalItem
Attitude Scale by
Percentages
Most Least Not
Support Support Sur

Rank
I/28

Mean Rank Mean Rank Mean (%)
n12
I/14 n168 I15 n44
100

(%)
100

(%)
100

1
13
10
9
4
14
7
12
3
7
14
21
19
4
20
14
27
21
14
26
18
2
4
10
28
21
21
21

4.33
3.83
3.92
3.93
4.08
3.75
4.00
3.88
4.17
4.00
3.75
3.33
3.58
4.08
3.42
3.75
3.08
3.33
3.75
3.13
3.73
4.18
4.08
3.92
3.00
3.33
3.33
3.33

7.0
9.8
14.8
13.5
12.5
11.2
15.6
8.1
9.90
25.7
11.4
22.6
17.1
18.1
11.6
12.2
30.7
17.0
13.0
13.4
36.9
23.3
33.7
29.4
32.4
18.4
32.5
21.4

1.4
2.8
9.4
8.8
13.0
9.9
16.7
7.3
16.7
20.5
8.6
9.9
8.6
17.5
20.3
15.2
7.7
19.4
16.0
19.4
26.7
15.9
24.7
25.1
26.5
18.8
26.2
21.4

3
2
5

4.10
4.17
3.98

7
1
4

3.76
4.35
4.01

8

9

3
1
2

4.56
4.67
4.60

7

4.30

4

4.43

5
13
6

4.37
3.86
4.31

8
12

4.20
4.05

10
9

4.10
4.15

15

3.02

14
10

3.70
4.10

3.74

3.72

6
11
13
12

3.84
3.61
3.06
3.19

9
14

3.72
2.99

91.5
87.4
75.8
77.7
74.5
78.8
67.8
84.6
73.4
53.8
80.0
67.7
74.3
64.4
68.1
72.7
61.5
63.3
71.0
67.1
36.4
60.9
41.5
45.6
41.2
62.8
41.4
57.1

Comments On These Results:
Using the simple ranking process, it would be reasonable to accept this combined
set of top-28 rated and ranked results as the most important UBE policy items as
determined by the chosen PNG educators in this study. However, a further closer
and critical analysis of this set of results from different educator groups’
perspectives reveals widely varied Likert scale mean, standard deviation, and
percentage measures which therefore need to be accounted for in the discussions of
the obtained results. The following decision rules therefore were applied as is now
explained.
On the basis of this set of decision rules, the following observations can be made
about the levels of the ‘strengths’, ‘key categories’, and ‘consistency’ within and
between the results. Some of these are:
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1.

The Strengths of the Results: The overall strengths of the results for the
combined rated and ranked 28 most important UBE policy items are
determined by: (i) the ranking scores arranged in descending order of
importance from 1 to 28; and (ii) the total Likert item mean scores based
upon the Converted Likert mean measures as described above. The
following key patterns of results for example are observed through these
measures. These are:
(i)

there are relative differences between the item ranking scores and
the total item mean scores. For example, according to the overall
combined ranking results all 28 items are perceived as most
important. However, the ‘level of importance’ for each item based
upon the actual total Likert item mean scores are different. The use
of the converted Likert scale mean measures therefore enables the
appropriate analysis and interpretation of the common key patterns
of results. For example, the above results indicate that only 8 out of
the total 28 (or 27.6%) items are commonly rated as “most
important” with means between 4.00 to 4.99 by all the respondent
groups. Further, 19 items (or 68%) were rated as ‘moderately’
important with means between 3.125 to 3.99 by all the respondent
groups. The results further indicate only 1 item that was rated as ‘not
sure’ or no opinion with means between 2.125 to 3.124. However, in
interpreting these results, caution is necessary, especially with
regard to the ‘combined total item mean scores’. The reason for this
is that this set of Likert scale results could have been influenced by
the large sample of teachers compared to the SNEAs and SPEAs.
Further, not all elementary and primary teachers responded to all the
70 UBE items, which are indicated by some gaps within the results.
Because of these, the combined results will only remain as a form
of combined group data, but will not be used within the
comparative analysis and discussions that follow. These differences
therefore will be more conveniently accounted for within the
analysis of the separate respondent group’s results;
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2.

The Common Key Categories of the Most Important UBE Policy
Items: These results further represent a range of common key categories of
the ‘most important UBE Policy Items’, which, in particular were
developed and used by this Researcher in the Phase-2 Questionnaire
Design.

3.

Level of Consistency Within and Between the Results: The ‘consistency’
in the results refer to the levels of ‘common agreements’ or ‘common
disagreements’ within a group or across different groups indicated by both
the results of the total item mean and ranking scores. These for example
include:
(i) the overall combined results for the total 28 rated and ranked items
across the 4 respondent groups generally indicate ‘wide differences’
both in terms of total item mean and ranking scores; and
(ii) the ‘top-10’ rated and ranked results, however, across the 4 respondent
groups indicate ‘strong level of consistency’. These consistent results
either relate across all, or only some, respondent groups.

4.

Gaps or Missing Data Within the Results: The gaps, or missing data,
within the results were basically from the primary and elementary teachers.
These two groups, for reasons such as lack of direct knowledge of and
experiences with “top” level political and administrative policy aspects, did
not respond to all the 70 UBE policies and practices. Their results only
included those specific policies and practices related to their primary and
elementary policy and school situations. As a result of these gaps,
appropriate actions taken should be noted from the above underlined
comments.

4.4.4.3 Results of the Most Consistent Top-Ten Rated and Ranked UBE
Items by the Combined PNG Educator’s Groups
The results generally confirm the overwhelming endorsement by the PNG
educators for the current BES which comprise both the elementary and the primary
systems of education with the following top-10 rated and ranked UBE policy items.
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These are: (i) the policy on vernacular and culture education; (ii) the elementary
education system; (iii) the government policy on UBE as a priority goal; (iv) the
idea of UBE to primary grade 8; (v) the top-up primary education system; and (vi)
the values of UBE for females.

4.4.4.4 Results of SNEA’s Top-Ten Most Important UBE Policy Items
The patterns of the ‘top-10’ rated and ranked results for the SNEA’s group, which
were extracted from Table 4.12 above, tend to be consistent with their roles as
those that influence educational policy at the national level. The results of their set
of most important UBE policy items which are outlined below in their descending
order of importance are: (i) the GOPNG priority goal of UBE; (i) system of direct
cash grants to school; (iii) the top-up primary education system; (iv) three-year
elementary system; (v) UBE to primary grade 8; (vi) multigrade teaching policy;
(vii) support for UBE policies; (viii) vernacular and culture education; (ix) values
of UBE for females; and (x) the national education subsidy policy.

4.4.4.5 Results of SPEA’s Top-Ten Most Important UBE Policy Items
The results of the SPEA’s top-10 rated and ranked most important UBE items are
listed below in their descending order of importance as listed above in Table 4.12.
These are policies related to: (i) vernacular and culture education; (ii) primary
grades 7 and 8 is the same as high school grades 7 and 8; (iii) adequacy of observed
primary teaching: (iv) values of primary education; ((v) values of UBE for females;
(vi) greater female access to UBE; (vii) the top-up primary education system; (viii)
national education subsidy; (ix) the idea of UBE to primary grade 8; and (xi) the
GOPNG priority goal of UBE.
Among the consistently rated (means between 4.00 to 4.99) ‘top-10’ most
important UBE items by both the SNEAs and SPEAs include the following 6
items; which relate to the policies on: (i) vernacular and culture education; (ii) topup primary education; (iii) the idea of UBE to primary grade 8; (iv) the current
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GOPNG’s priority goal of UBE; (v) the system of UBE from elementary prep to
primary grade 8; and (vi) the national GOPNG’s education subsidy policy.

4.4.4.6 Results of Primary Teacher’s Top-Ten Most Important UBE Items
This sub-section appropriately identifies the primary teacher’s top-10 rated and
ranked ‘most important’ UBE policy items compared with the SNEAs and the
SPEAs. These set of results are listed below in their descending order of
importance as obtained above from Table 4.12, which are: (i) clarity of UBE policy
goals; (ii) UBE to primary grade 8, (iii) the GOPNG’s priority goal of UBE; and
(iv) observed primary teaching; (v) values of UBE for females; (vi) contribute in
cash and kind; (vii) system of top-up primary; (viii) greater female access to
school; (ix) role of churches in school; and (x) district education office support.

4.4.4.7 Results of Elementary Teacher’s Top-Ten Most Important UBE Items
This sub-section appropriately identifies the results of the elementary teachers top10 rated and ranked most important UBE policy items as were obtained above in
Table 4.12. The elementary teachers rated these set of results as most important (or
means 4.00 – 4.99) which included the following elementary policies and practices
related to: (i) the three-year elementary education system; (ii) the GOPNG’s
priority goal of UBE; (iii) vernacular and culture education; (iv) clarity of UBE
policies; (v) positive community attitudes to vernacular education; (vi) teacher
selection criteria; (vii) school entry at age 6; (viii) observed adequacy of
elementary teaching; (ix) parent’s interest in children’s education; (x) the values of
elementary education; and (ix) improved student attendance to school.
1.1.56 4.4.5

Results of Least Important Current UBE Policies and Practices

This sub-section presents the results for the least important or bottom rated and
ranked UBE policy items by the PNG educators obtained from the descending
ranking order of the total set of 70 UBE policy items. The results include a total set
of 25 bottom ranked items, which were obtained through the bottom-10 rated and
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ranked items from the respondent groups. The results are provided below in Table
4.14. The notion of least important UBE policy items, in this sense, are perceived
by this Researcher as those items that are the most problematic or provide the
greatest difficulties in implementing UBE in PNG.
Table 4.14: Summary Results of the Set of 25 Bottom Rated and Ranked Least
Important Items Out of the Total 70 UBE Policy Items

Bottom Rated and Ranked
UBE Items

Total Total Item
Rank Mean S.D
Order
I/70

24
1. Contribute in cash and kind
25
2. Primary 7/8 same as high school
29
3. Importance of primary education
33
4. Multi-grade teaching policy
36
5. Support for UBE policies
37
6. Clarity of UBE concept
40
7. Adequacy of PEB fee limits
46
8. Clarity of elementary roles
49
9. BOM build and maintain schools
51
10. Implement school plans
52
11. Understanding purpose of UBE
57
12. Provincial grants and subsidies
58
13. Promote school ethos
14. Community involvement in school 59
60
15. Provincial funding support
61
16. Provision of land for school
62
17. Handling of school finances
18. Adequacy of elem. coordination 63
19. Information about subsidy policies 64
20. Adequacy of elementary supervision65
66
21. Province educ. office guidance
22. Awareness about district/LLG roles67
68
23. Adequacy of distr
ict funding
69
24. Financial accountability
70
25. Local governments grants

N240 S.D.

3.48
3.46
3.43
3.35
3.33
3.30
3.23
3.06
3.03
3.01
3.01
2.92
2.91
2.90
2.88
2.87
2.83
2.77
2.77
2.76
2.63
2.61
2.54
2.54
2.48

1.29
1.39
1.25
1.29
1.13
1.21
1.06
1.44
1.22
1.24
1.24
1.07
1.25
1.18
1.08
1.30
1.27
1.34
1.39
1.51
1.25
1.25
1.32
1.13
1.32

Total Item Attitude
Total Item Mean and Ranking of Least Important
Scale by Percentages
Items by PNG educators
National
Admin.

Rank Mean
I/70 n/8

61
64
21
6
7
43
20
50
65
66
70
44
41
47
48
67
69
68
32
59
63
62
42
52
40

2.63
2.50
3.57
4.14
4.14
3.00
3.63
2.80
2.50
2.50
2.38
2.88
3.00
2.88
2.88
2.50
2.38
2.40
3.25
2.70
2.63
2.63
3.00
2.75
3.00

Most
Least Not
Primary
Elem.
Teachers
TeachersImport. Import. Sure

Provincial
Adm
in.

Rank Mean Rank Mean Rank Mean (%)
I/70 n/12 I/30 n168 I/24 n/44 100

25
2
4
53
42
16
57
62
39
28
31
64
55
66
65
52
51
70
63
48
61
56
68
67
69

3.73
4.18
4.08
3.00
3.33
3.83
2.91
2.80
3.33
3.67
3.58
2.64
3.00
2.50
2.64
3.08
3.08
2.10
2.67
3.10
2.82
2.92
2.25
2.36
2.18

6
11
21

3.84
3.61
3.06

23
22
20

2.99
3.03
3.11

16
17
25

3.16
3.15
2.84

26

2.79

27
24
19

2.74
2.85
3.13

30
29

2.32
2.61

24
21
18

3.02
3.70
3.78

14

4.00

22

3.61

19

3.74

23

3.60

17

3.80

36.4
60.9
41.5
41.2
41.4
44.0
41.0
47.1
41.4
38.9
36.6
23.0
30.8
54.3
23.7
33.3
40.0
59.2
33.3
53.6
26.6
26.6
25.7
23.0
25.7

Comments on These Results:
In applying the simple logic of bottom-10 ranking process this set of combined
results would be appropriately viewed as the total set of 25 least important UBE
policy items by the combined PNG educator’s groups. However, in applying the set
of ‘converted Likert mean measures’ further provides the overall strengths
indicated within this combined set of rated results. For example, relative to the
converted average Likert mean scores, the strengths for the results indicate that out
of the total 25 items, there are 19 of these (or 76%) which generally are rated as not
sure or no opinions with Likert means between 2.125 – 3.124, while 5 as
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(%)
100

(%)
100

36.9
23.3
33.7
32.4
32.5
27.6
25.6
37.1
31.4
29.1
37.0
41.0
46.6
25.7
42.1
42.2
30.5
28.2
51.2
33.3
48.5
48.5
58.9
52.6
58.9

26.7
15.9
24.7
26.5
26.2
28.4
33.3
15.7
27.2
32.1
28.4
35.9
22.5
20.0
34.2
24.5
29.5
12.7
15.4
13.0
25.0
25.0
15.4
23.7
15.4

moderately important (or Likert means between 3.125 – 3.99), and only 1 item as
least important (or with mean scores between 0 – 2.124). The least important rated
item is concerned with the adequacy of elementary coordination expressed by the
SPEAs.

4.4.5.1 Results of Key Categories of the Least Important UBE Policy Items
There is a strong logical relationship between the patterns of similarities and
differences between educator sub groups displayed within this set of results of the
‘Bottom-25’ rated and ranked UBE items and those displayed and already analysed
with the results of the set of Top-24. The Researcher considered this set of results
as those that provide the greatest difficulty in implementing UBE in PNG and were
therefore placed within the major categories of UBE problem items. These were:
(i)

finance related items: these set of items are concerned with finance systems
and sources in the form of: (i) grants, subsidies, and fees from (i) local level
governments (items 1 & 3) and (ii) provincial governments (items 11, 14,
15, & 20); and those concerned with (iii) financial management (item 9),
and accountability (item 2).

(ii)

resources related items: these set of items are comprised of those physical
and materials resource related concerns about (i) provision of land for
school development purposes (item 10); and (ii) basic infrastructure,
buildings and maintenance of school buildings, facilities, and equipment.

(iii)

leadership and management related items are comprised of those
administrative processes concerned with the capacity to: (i) lead, direct, and
guide from the provincial education offices (item 3); (ii) awareness of
district and LLG roles (item 4); (iii) elementary coordination (item 8) and
(iv) supervision (item 6).

(iv)

knowledge, understanding, and information related items generally are
concerned with aspects of individual and collective group knowledge, skills,
experiences, attitudes, needs and values. Some of these process are reflected
through those knowledge and understanding of: (i) roles and functions (item
4); (ii) clarity and understanding of the (ii) concept (item 21); (iii) purpose,
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aims and policies of UBE (item 16); and (iv) the value of elementary
education.
(v)

school related items are those concerned with the roles, functions, and
activities of schools. Some of these include: (i) manage and account for
school finances (item 9); (ii) formulate and implement school plans; (iii)
promote school ethos; and (iv)

build and maintain school buildings,

facilities and equipment.
(vi)

community and parents related items are concerned with those parents and
community roles and participation aspects especially in the child’s
education process. Some of these include: (ii) community support and
involvement in schools (item 12); (ii) provision of land for school purposes
(item 10); and (iv) contribute in cash and kind (item 24).

4.4.5.2 Results of the SNEAs Least Important UBE Items
The results of the SNEAs reveal the following as their bottom-10 rated and ranked
items which provide the greatest difficulty in implementing UBE in PNG, which
include: (i) understanding of purpose of UBE; (ii) handling of school finances; (iii)
adequacy of elementary coordination; (iv) provision of land for school
development; (v) formulate and implement school plans; (vi) boards of
management roles to build and maintain schools; (vii) primary grades 7 and 8 same
as high school; (viii) provincial education management support; (ix) awareness
about district/LLG roles; and (x) contribute in cash and kind.

4.4.5.3 Results of the SPEAs Least Important UBE Items
The results of the SPEAs reveal the following as their bottom-10 rated and ranked
items which provide the greatest difficulty in implementing UBE in PNG, which
include: (i) adequacy of elementary coordination; (ii) local level government’s
grants; (iii) adequacy of district support to schools; (iv) financial accountability; (v)
community support and involvement in schools; (vi) provincial funding support to
education; (vii) provincial grants and subsidies to schools; (viii) information about
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subsidy policies; (ix) provincial education office guidance; (x) adequacy of subsidy
allocation to primary schools.

4.4.5.4 Results of the Primary Least Important UBE Items
The results of the primary teachers surveyed reveal the following as their bottom10 rated and ranked items which provide the greatest difficulty in implementing
UBE, especially at the local school level. These include difficulties related to the:
(i) adequacy of provincial education management support; (ii) awareness about
LLG roles; (iii) provincial funding support to education; (iv) promote school ethos;
(v) understanding purpose of UBE; (vi) provision of land; (vii) support for UBE
policies; (viii) clarity of UBE concept; (ix) adequacy of school fee limits; and (x)
understand importance of primary education.

4.4.5.5 Results of the Elementary Teachers Least Important UBE Policy
Items
The set of results for the elementary tested items were dealt with earlier, in SubSection 4.4.2.2 and in Table 4.7, in which the results revealed that the elementary
teachers had rated all tested elementary policy items as either moderate or most
important. The policy on multigrade teaching was the only item which they had
rated as ‘not sure’ or had no opinion on.
Comment on Important Findings:-The bottom rankings again showed major
differences between NEA and other educator groups and a higher level of
agreement between PEA’s and teachers as to what are the least important policies.
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4.5

CONSOLIDATED PHASE-ONE: PILOT STUDY
OUTCOMES AND RECOMMENDATIN

1.1.57 4.5.1

Introduction

The fourth important aim in the presentation of Chapter Four Results was to
provide a series of ‘Consolidated Phase-One: Pilot Study Outcomes and
Recommendations’ which were obtained from the further analysis of the combined
qualitative and quantitative results. The consolidated findings were then used as
the basis in which to provide a series of: (i) Phase-One: Pilot Study Key Outcomes
and Recommendations; and (ii) UBE Improvement Proposition Items for Further
Testing in Phase-2 of the study.

1.1.58 4.5.2

Phase-One: Pilot Study Key Outcomes and Recommendations

This sub-section provides a series of Phase-1 Key Outcomes and Recommendations
which emerged through the combined analysis of the qualitative and quantitative
results. Consequently, the following set of consolidated series of key findings were
analysed and accepted by this Researcher of those UBE items which do not require
further testing in Phase-2 because of the following obtained patterns of outcomes.
These were:
(i)

those tested items which were ‘widely acknowledged as macro-level PNG
societal problems and issues’ that could not be adequately further addressed
within the limitations set by the scope of this study. The Phase-1 obtained
results of this type are to be accepted as those ‘educational policy problem
items’ that hinder the effective implementation of UBE in PNG;

(ii)

those Phase-1 tested items which were ‘overwhelming and consistently
rated and ranked amongst the top-28 most important UBE policy items’ by
the PNG educators. The obtained results are to be accepted as those PhaseOne: Pilot Study Recommendations for Improving UBE in PNG;
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(iii)

those tested items which were amongst ‘the bottom-25 rated and ranked
UBE policy items’ by the PNG educators, which again were judged that
they could not be adequately addressed within the scope and limitations of
this study. The obtained results are to be accepted as those ‘difficult-to-do
problem items’ that also hinder the effective implementation of UBE within
the PNGSS.

4.5.2.1 Key

Outcomes

of

Educational

Policy

Problems

Preventing

Implementation of UBE in PNG
What do the chosen PNG educators perceive are the major problems that hinder
the effective implementation of the GOPNG’s education policy goal on UBE? The
following were the first set of outcomes of the series of Macro-Level PNG Societal
Problems which hinder the effective implementation of educational policy and
UBE in PNG. The key outcomes are summarized below in Table 4.15.
Table 4.15: Summary Outcomes of Phase-1 Macro-Level PNG Societal Problem Items
Problem Categories
1. Geography
2. Diverse cultures
3. Social inequities

4. Finance
5. Political systems

6. Leadership and
management

7. Equity

8. Resources and
infrastructure
9. Economic inequities
10. Knowledge and
awareness

Details of the Specific Problems
problems of lack of access due to rugged terrains and remote rural isolation
and costly transport and communication
Diverse and disperse ethnic tribal communities, customs, beliefs and
languages
problems with sustaining high population growth rate; wide differences in
social, cultural, economic needs and development patterns; increasing
disparities between rich and poor and urban and rural populations
problems with serious lack of financial resources, systems and
accountability
problems with costly and difficult decentralization system which suffers
from problems of general lack of information and awareness, and policy
ambiguity, clarity and understanding of stakeholder roles and participation
general lack of administrative leadership knowledge and capacity; consistent
and stable political and administrative governance; staff development and
training opportunities; coordination and communication within and between
different levels of governments; and clear vision, relevance and focus in
development planning
lack of commitment to aspects of free and compulsory education policies;
child’s rights to basic education; poverty and disadvantaged populations;
and basic remote rural needs and opportunities
problems of general lack of and costly transport and communication
systems, and general lack of infrastructure, buildings, facilities and
equipment;
lack of access to markets and income earning opportunities especially for
remote rural populations, as well as, high costs of basic goods and services.
lack of understanding about the values of education and UBE community
attitude and misconceptions about the relevance and values of education,
and lack of parental interest and support in the education process
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Phase-One: Pilot Study Recommendation One: It is recommended that PNG as a
society must seriously address and resolve the above listed series of ‘Macro-Level
PNG Societal Problems’ in order to more effectively and successfully develop and
implement educational policy and in particular UBE in PNG.
The second set of key outcomes were obtained from the results of the series of 24
ranked most frequently occurring ‘education organizational problem items’ which
the PNG educators in this study perceived as those the hinder the effective
implementation of UBE within the PNG schools system. The outcomes of the key
categories of problems at each level of the PNG school system are summarized
below in Table 4.1.6.

Table 4.16: Summary Outcomes of Most Frequently Occurring Education Problem
Items by the PNG educators
Problem
Categories
1. National Level
Problems

2. Provincial
Level Problems

3. School Level
Problems

Details of Top-10 Most Occurring Education Problem Items
Key categories of education problem items at the national level:
 leadership and management capacity, especially in implementation of those
decentralized education functions at the provincial, district, local level
governments, and schools such as the general problems of lack of policy and
planning priorities for education (and UBE) and coordination and monitoring
issues;
 infrastructure, buildings and facilities;
 parents and community roles and participation in the education process; and
 attention to the needs of children from disadvantage, remote rural and poor
families
Key categories of education problem items at the provincial level:
 finances;
 teacher and teaching issues – development, supervision, appointment and
deployment issues;
 infrastructure, buildings and facilities;
 availability of curriculum materials and equipment;
 knowledge and information about education and UBE;
 parental support and involvement in the education process;
 leadership and management capacity;
 school fees; and
 retention or dropouts
Key categories of education problem items at the school level
 curriculum, materials and equipment;
 finance issues
 infrastructure, buildings and facilities;
 teacher and teaching issues – development, supervision, welfare and
conditions
 information and awareness;
 parental support and involvement in the education process; and
 school fees
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Phase-One: Pilot Study Recommendation Two: It is recommended that the NDOE
in collaboration with the provincial education authorities to develop relevant and
appropriate strategies to address the series of common education organizational
problems and issues at each level of the school system especially related to aspects of:
(i) leadership and management; (ii) finance issues; (iii) teacher and teaching; (iv)
curriculum and materials; (v) knowledge, information and awareness issues; (vi)
needs of children from disadvantage, remote rural and poor families; and (vii)
infrastructure, building and facilities.

Final Comments:
The results selected for reporting within this Chapter represent the researcher
distilled major findings that were considered obtained from Phase-1 of the study.
This approach also represented an acknowledgement that the data sets obtained
from the Phase-1 research are so extensive at a detailed level that a selection
needed to be made, as otherwise with full reporting of all aspects obtained, the size
of this thesis would grow to completely unacceptable levels.
It would have been possible to develop some very valid and final action
recommendations for improvement in implementing UBE from the Phase-1 results
alone- especially for example from the interview data and viewpoints obtained
from the senior PNG educators. However, the two-phased mix-mode research
model adopted meant that the Phase-1 result’s role was to establish a strong and
credible analysis of the current state of UBE in PNG, as a preparatory stage to
developing proposals for improving UBE which can then be further tested. This
aspect is the province of Phase-2 of this extensive system-wide study, and the
following Chapter 5 now deals with that futures oriented component of this study.

224

CHAPTER

FIVE:

PHASE-TWO:

MAIN

STUDY

RESULTS
5.1 INTRODUCTION
1.

The Phase-Two: Main Study addressed the Research Sub-Question Three:

What do the chosen PNG Educator’s perceive are the most and least important and
supported propositions for improving UBE within the PNG school system? This
Chapter therefore presents and comments on the set of quantitative results which
were obtained from responses and subsequent analyses to a questionnaire
developed for Phase-2.
2.
3.

The questionnaire was the primary sources of data in Phase-2 because of

the already reported problems encountered by the Researcher. It was designed to
obtain and analyse the results from a Three-Stage Filtered Responses provided by
the respondents. For full details refer to Appendices 7A, 7B and 7C. This filtered
process involved the respondents to rate and rank the total set of 68 Likert Scale
UBE Proposition Items in terms of their selected set of the: (i) most and least
important rated and ranked items’; (ii) Top-Five most supported rated and ranked
items; and (iii) Top-Five UBE Priority Action Items.
4.
5.

The primary reason for continuing to pursue and complete Phase-2

component of this study was the approach taken by this Researcher to engage the
practising SNEAs and SPEAs in PNG to determine the best policy options for
improving UBE in the future. This approach was adopted mainly because this study
was initially sponsored by the GOPNG under its ERP with an expectation some
recommended for future improvements would be made upon its completion. This
Researcher therefore has been determined that through this Phase-Two Research
Model would then produce a series of value-added Top-Priority Recommended
Actions For Improving UBE in PNG.
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5.2

RESULTS OF RESPONSES FROM PNG EDUCATORS IN
PHASE-TWO: MAIN STUDY

1.1.59 5.2.1

Introduction

The design and conduct of Phase-2 of the study was altered as a result of the
reported series of complex and enduring macro-level PNG societal problems faced
by this Researcher. Because of these, it was not possible to maintain the same
range and level of sample intensity, sampling methods, and financial support which
featured successfully in the conduct of Phase-1. The Researcher therefore made a
range of alterations in the design and conduct of Phase-2, which among others,
included the sampling method. The obtained results of responses obtained are now
explained.

1.1.60 5.2.2

Results of Responses From Chosen PNG Educators in Phase-

Two of the Study

The primary aim of Phase-2 was to obtain the views of SNEAs and SPEAs in PNG
to determine the ‘best policy options’ for improving UBE in the future. It was
therefore considered essential by the Researcher that participation by both groups
was obtained and maintained across both phases of the study. Their participation
was considered an important part of this study because of the level of influence
exerted either individually or collectively by members of both groups in defining
and framing educational policy (including UBE) within the PNG contexts.
The involvement of teachers however was considered secondary in the sense that
they officially do not engage in higher administrative level policy making
processes compared to the SNEAs and SPEAs. The results of their levels of
responses is indicated below in Table 5.1.

226

Table 5.1: Results of Planned and Actual Response Rates by Chosen PNG Educators in PhaseTwo of the Study
Research Participants

Total
Population

Total Questionnaires
Responses Received
Total
Surveys Sent

25
25
40
40
122
16,927
42
3,816
Total
16992
207
Source: For total teachers refer to Department of Education (2001).
Report. Facilitating and Monitoring Unit. Waigain, PNG.
1. National Education Administrators
2. Provincial Education Administrators
3. Primary Teachers
4. Elementary Teachers

Sent

Total Actual
Responses

and

Actual

% Response rate

19
76%
26
65%
44
36%
10
24%
89
43%
State of Education in PNG

Comments on These Results:
The following observations can be drawn from the results of responses obtained
from the chosen PNG educators in Phase-Two. Some of these are:
1.

Improved and Strengthened Response Rates from SNEAs and SPEA’s
Group: the results indicate a much improved response rates from the
chosen populations of both the SNEAs and SPEA’s groups as is
respectively observed and commented on below for each group;
(ii)

Improved Responses From SNEAs’ Group: the responses from the
SNEAs as reported in Phase-One was dramatically improved from
65% in Phase-One to 76% in Phase-Two as a result of appropriate
engagement of well-informed 8 additional senior technical officials at
NDOE. These officials included 4 from the National Education
Reform Planning and Management Unit and 4 from the Basic
Education Reform Project Unit. These officials were effectively
responsible for the overall planning and management of the education
and basic education reforms throughout the country. The strong 76%
response rate from this group means that their results can be
generalized with a significant degree of confidence. The high
response rate was again obtained largely through face-to-face contacts
with individuals who were centrally located in a building in Port
Moresby; and

(iii)

Improved Response Rates From SPEAs’ Group: the responses from
the SPEAs as reported in Phase-One was slightly increased from 60%
to 65% in Phase-Two. The inclusion of the 20 senior primary school
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inspectors who also were based in the 20 provinces throughout the
country was part of the reason for the improved response rate. The
second reason was again obtained through the face-to-face field study
contacts made by the Researcher with the respondents during the
week of the Annual National Education Rating’s Conference in Port
Moresby.
2.

Reduced Sampling and Cautious Handling of Primary Teachers’
Phase-Two Results: The results of the response rates obtained from the
primary teachers is indicated below in Table 5.

Table 5.2: Summary of Planned and Actual Obtained Responses From Primary
Teachers in NCD and Central Province Schools

1. National Capital District

Total
Teachers
by province

Sample
schools

Urban
rural

819

NCDCor
NCDBut
NCDPar
CenTau
CenGai
5 schools

Urban
Urban
Urban
Rural
Rural

2. Central
Total

653
951

&

Total
teachers
by school

Total actual
responses

32
16
12
10
9
79

11
12
4
5
4
34

Source: For provincial staffing figures, see Facilitating and Monitoring Unit (2001). State
of Education in PNG Report 2001, Department of Education, Waigani, PNG. For
individual school figures, these were supplied by principals during the Researcher’s fieldvisit to each school.

Comments on Primary Teacher's Response Rates:
The results indicate a dramatically reduced sample of primary teachers from
only 2 provinces in Phase-Two compared to 7 in Phase-One. The 2
provinces in which face-to-face field study data was obtained were from the
NCD and Central Province. While the selected schools and teachers in NCD
are all categorized as urban the selected schools in Central Province were
mostly rural schools. As a result of the reduced sample, expert advice
obtained from the UOW’s Department of Applied Mathematics and
Statistics, confirmed that generalization from responses obtained from this
sample should be made with great caution.
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3.

Reduced

Sampling

and

Elimination

of

Elementary

Teacher’s

Responses: Due to the small numbers of responses from this group, as
noted from Table 5.1, the Researcher decided not to use and further pursue
the analysis of results from this group;
1.1.61
1.1.62 5.2.3

Summary

The improved and strengthened participation of the entire populations of SNEAs
and SPEAs groups indicate that the interpretation and reporting of the research
results and outcomes from both groups in Phase-2 can be generalised with a strong
degree of confidence. Greater caution however is necessary in the interpretation of
the results and findings from the primary teachers.

5.3 PHASE-TWO RESULTS: DETERMINING FUTURE
PROPOSITIONS FOR IMPROVING UBE IN PNG
1.1.63 5.3.1

Introduction

Among the significant design elements in the conduct of Phase-2 involves the
depth of enriching data provided by the population of practising SNEAs and
SPEAs in determining the ‘best policy options’ for improving the implementation
of UBE in PNG in the future. The process through which their best policy options
were obtained was through the analysis of results from the questionnaire responses
to the Research Sub-Question Three: What do the chosen PNG Educator’s perceive
are the most and least important propositions for improving UBE within the
PNGSS?
1.

The questionnaire, which contained the total set of 68 Likert Scale UBE

Proposition Items, was designed in which the results were analysed through ‘a
Three-Stage Filtered Responses’. These three stages were:
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2.

1.

Part One: this part provides the first set of results which were

obtained from the analysis of responses from the respondents about their
‘most and least ‘important’ rated and ranked items’ from the total set of 68
Likert Scale UBE Proposition Items. The results were analysed in which the
statistical averaged item mean scores were obtained and ranked in
descending order from 1 to 68. These set of summary results are contained
in the Appendix 7A.
3.

2.

Part Two: this part provides the second set of results in which the

68 items were then used to gain the respondent’s selected ‘Top-Five Most
Supported’ rated and ranked items’. It contains a set of ‘51 Items’ out of the
total 68 in which any item selected by one or more respondents was
included. This therefore means that 17 items from the original were not
selected by the respondents amongst their top-5 most supported proposition
items. The results were analysed in which the statistical averaged item
mean scores were obtained and ranked in descending order from 1 to 51.
The set of summary results are contained in the Appendix 7B.
4.

3.

Part Three: this part provides the third set of results in which the

68 items were further used to gain the respondent’s selected ‘Top-Five
Priority UBE Actions Items’. It contains a set of ‘49 Items’ out of the total
68 in which any item selected by one or more respondents was included.
This further means that some of the original 68 items were not selected by
the respondents amongst their top-5 priority UBE action items. These
results were analysed in which the statistical averaged item mean scores
were obtained and ranked in descending order from 1 to 49 and which are
contained in the Appendix 7C.
The results are presented using a policy improvement analytical strategy in which
patterns of results emerging from the analysis of responses from the respondent
groups are used in framing a series of key UBE improvement policy themes, issues,
and recommendations.
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1.1.64 5.3.2

Phase-Two Results of Most Important UBE Improvement

Proposition Items by the PNG Educators
The need to determine the perceived ‘level of importance’ for the total set of 68
UBE Proposition Items by the PNG educators was the first design element of the
‘filtered results’. The obtained results were based on what the responded perceived
as their ‘most’ and ‘least’ important set of proposition items for improving UBE
within the PNG school system. Given the critical nature of the UBE policy
problems, as were discussed in both Chapters Two and Four, it was generally
expected that PNG educators would provide a higher level of interest and
considered opinions about propositions for improving the situation in the future.
The analysis was based on the set of ‘Decision Rules For Converting Averaged
Likert Scores to a Final (Reported) Score for the Sample, which were used in the
Phase-One Likert scale based results. These are outlined below in Table 5.3.

Table 5.3: Decision Rules For Converting Averaged Liker Mean Scores to a Final
(Reported) Score For the Sample
Original 5-Point Likert Scale
Attitude Measures
1. Point 5 = Most Important
2. Point 4 = Important
3. Point 3 = No Opinion or Not
Sure
4. Point 2 = Unimportant
5. Point 1 = Least Important

Converted (Averaged) Likert Scale Mean and Percentage Range
Point 5: Mean Score 5.00 = Perfect Mean or 100% Achievement
Point 4: Mean Scores 4.00 – 4.99 = Most Important UBE Items. The response
rates range between 80% - 99.99%
Point 3: Mean Scores 3.125 – 3.99 = Moderately Important UBE Items. The
response rates range between 62.5%- 79.99%
Point 2: Mean Scores 2.125 – 3.124 = No Opinion, or Not Sure UBE Items. The
response rates range between 42.5% and 62.49%.
Point 1: Mean Scores 0 – 2.124 = Least Important UBE Items. The response
rates range between 0% - 42.49%.

5.3.2.1 Results of the Top-23 Most Important Proposition Items For
Improving UBE by the PNG Educators
This component of the analysis presents and comments on the set of results of the
‘Top-23 Most Important Proposition Items’ out of the total 68 which were obtained
through the use of the same Phase-One Likert scale ranking process and the logic
of ‘Top-10’ and ‘Bottom-10’. The results in particular for the 'Top-23 Most
Important UBE Proposition Items out of the possible 30 were obtained from the
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combined ‘top-10’ results from the 3 respondent groups. These results are provided
below in Table 5.4.
Table 5.4: Summary Results of Top-23 Most Important UBE Proposition Items Rated
and Ranked by the PNG Educators
Part 1 Total

Top-10 Item Mean and Rank
Scores of PNG Educator’s Groups

Rank Mean
Top-23 Rated and Ranked
Most Important UBE Proposition Items Order

1. Improve leadership/management skills
2. A law to enforce child’s rights to UBE
3. Education priorities to remote rural areas
4. More information/awareness about UBE
5. Improve policies on student discipline
6. Upgrade teachers’ skills
7. Improve inspector’s skills
8. Establish primary libraries as priority
9. Provide guidance and counseling services
10. Disadvantage teacher/materials support
11. Improve staff development/supervision
12. Recognise teachers as role models
13. Flexible teaching approaches
14. Emphasise school-based curriculum
15. Priority to poor and disadvantaged
16. Motivate children’s interest/abilities
17. Implement correct pupil teacher ratio
18. Merit scholarships for bright children
19. Establish village elementary schools
20. Increase remote teaching allowance
21. Free UBE financially not feasible
22. Full State UBE support in remote areas
23. Establish central boarding schools

I/68
1
2
3
4
5
6
7
8
9
11
12
13
14
16
19
21
25
29
39
40
42
50
54

N96
4.62
4.61
4.57
4.56
4.52
4.51
4.49
4.47
4.46
4.44
4.42
4.41
4.41
4.41
4.38
4.34
4.31
4.29
4.21
4.21
4.15
3.96
3.88

SNEAs
Rank
n/68
2
7
5
4
25
22
16
10
53
45
29
37
4
9
6
33
18
49
1
47
8
57
63

SPEAs

Teachers

Mean Rank Mean Rank Mean
n/19 n/68 n/26 n/68 n/44
4.58
4.65
4.80
9
1
4.37
4.71
4.66
7
12
4.42
4.77
4.66
3
11
4.58
4.85
4.52
2
25
4.16
4.65
4.70
11
8
4.26
4.58
4.73
15
4
4.21
4.85
4.48
1
31
4.32
4.31
4.55
35
18
3.73
4.69
4.73
8
5
3.84
4.73
4.64
5
13
4.05
4.50
4.70
20
7
3.89
4.58
4.75
14
3
4.58
4.23
4.27
42
44
4.32
4.65
4.39
10
39
4.42
4.62
4.50
13
29
4.05
4.77
4.52
4
24
4.21
4.12
4.77
46
2
3.79
4.38
4.70
28
9
4.68
4.35
4.55
34
21
3.79
4.62
4.73
12
6
4.37
3.92
3.89
53
57
3.53
4.50
4.66
21
10
3.21
4.73
4.18
6
49

Averaged Top-10
Item Attitude Scale
by Percentages
Most Least
Not
Imp. Imp.
Sure

%
/100
97.9
92.7
97.0
93.7
95.8
96.9
91.6
88.5
93.7
90.6
95.9
95.8
87.5
91.7
91.7
89.6
94.8
91.6
90.6
88.5
75.0

%
/100
0.0
4.2
2.0
3.2
1.0
2.0
3.1
10.0
5.3
4.2
1.0
1.0
0.0
3.1
4.2
6.2
2.1
4.2
8.4
5.2
12.5

%
/100
2.1
3.1
1.0
3.1
3.2
1.1
5.2
10.5
1.0
5.2
3.1
3.1
12.5
5.2
3.1
4.2
3.1
4.2
1.0
6.3
12.5

84.3
78.1

6.2
14.6

9.4
7.3

Comments on These Results
The analysis of the item mean and ranking scores of the total 68 Items and the Top23 Most Important Proposition Items produced the following patterns of results.
These were:
5.

Patterns Within the Overall Results of the Total 68 Proposition Items:
The following were the key patterns of results obtained from the item mean
ranking of the 68 items. These were:
(i)

High Level of Importance For the UBE Proposition Items by the
PNG Educators: these results have revealed a generally high level
of importance for the tested 68 UBE Improvement Proposition
Items. For example, the results show that the first 48 ranked items
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out of the total 68 (or 70.6%) were rated highly as ‘most important’,
and the next 18 (or 26.5%) were rated as ‘moderately important’.
Only 2 items were rated as ‘not sure’ or no opinion. This means that
over time, nearly all items reported from this study are worth
consideration as improvement factors for UBE. In this study
however a smaller number of items will be selected as the initial key
improvement options.
(ii)

the results however for the individual item ranking and mean scores
across the 3 respondent groups show wide variations as will be
discussed next.

6.

Patterns Within the Results of the Top-23 Most Important UBE
Proposition Items: On the basis of the results of the combined ‘Top-10’
Most Important Rated and Ranked Items, the following were the key
patterns of results, which included:
(i)

Highly Most Important Propositions: based upon the logic of ‘top10’ and the simple ‘ranking process’ it can be inferred that this set
of ‘Top-23’ selected items were the most important proposition
items for improving UBE. This observation is further supported by
the highly most important mean ratings for the 21 out of 23 (or
90.3%) items while only two were rated as moderately important;
and

(ii)

High Approval Rating by Averaged Percentage Measures: based
upon the averaged percentage scores the results further showed a
consistently high approval rating by the PNG educators for the Top23 Most Important Proposition Items. For example, 16 out of the 23
items (or 70%) obtained ‘a 90 percent or higher approval rating.
Going by this set of results the following were selected as the top-5
items with very high approval ratings of 95% or higher. These were:
(i) improve leadership and management skills; (ii) education
priorities to remote rural areas; (iii) upgrading of teacher’s skills;
(iv) improve staff development and supervision; (v) improve policies
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on student discipline; and (vi) improve image of teachers as good
role models.
(iii)

Most Consistent Top-10 UBE Proposition Items: the following
items were commonly agreed upon by the PNG educators as their
‘Top-10 most important proposition items’ for improving UBE.
These were: (i) improving leadership and management skills; (ii) a
law to enforce the child’s rights to UBE; and (iii) education
priorities to remote rural areas.

(iv)

Most Consistent SNEAs and SPEAs’ Top-10 UBE Proposition
Items: the results indicate that both the SNEAs and SPEAs’ were in
common agreement for the following 5 out of the 10 items as their
most important propositions for improving UBE within the PNG
school system. These were: (i) improve leadership and management
skills; (ii) a law to enforce the child’s rights to UBE; (iii) education
priorities to remote rural areas; (iv) more information and
awareness about UBE; and (v) emphasis on school-based
curriculum.

(v)

Least Consistent SNEAs and Primary Teachers’ Top-10 UBE
Proposition Items: the results of both SNEAs and primary teachers
continue to show wide differences as were noted earlier in relation to
Phase-One results. The following, as already indicated above, were
the only commonly agreed items by all groups, which included: (i)
improving leadership and management skills; (ii) a law to enforce
the child’s rights to UBE; and (iii) education priorities to remote
rural areas.

(vi)

Least Consistent SPEAs and Primary Teachers’ Top-10 UBE
Proposition Items: the observed results for SPEAs and primary
teachers were noted in the Phase-One UBE implementation results
as closely related. This set of results show only 4 out of the 10 items
in which both groups were in common agreement. These items were:
(i) improving leadership and management skills; (ii) a law to
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enforce a child’s rights to UBE; and (iii) education priorities to
remote rural areas; and (iv) improving student discipline.
7.

Patterns of Key UBE Policy Themes and Issues: the following categories
of Key UBE Policy Themes and Issues were obtained from these set of
results, which included:
(i)

Leadership and management: the issue to improve leadership and
management skills was consistently rated and ranked as the first
most important variable by all respondent groups. Other important
items which were included under this theme were: (i) improve
inspector’s knowledge and skills; and (ii) staff development and
supervision.

(ii)

Equity: this issue involves equal access to, and participation in, the
provision of UBE by all citizens including: (i) a law to enforce every
child’s rights to UBE; (ii) priority to poverty needs.

(iii)

Access to UBE: this issue involves remote rural access and urban
access. The issue of ‘education priorities to remote rural areas’
(item 3) was consistent rated and ranked as the third most important
proposition for improving UBE in PNG. Other important items
include: (i) disadvantaged teacher materials support; (ii) increase
remote teaching allowance; (iii) establish central boarding schools;
and (iv) full state-funded and supported UBE in remote areas.

(iv)

Retention: this issue involves ways needed to retain or keep
children in school to complete UBE. Some of the important UBE
items are: (i) knowledge about values of UBE; (ii) motivate
children’s interests and abilities; (iii) flexible teaching approaches;
(iv) guidance and counselling services; (v) merit scholarships for
bright children; (vi) emphasise school-based curriculum; (vii)
implement correct teacher pupil ratio.
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(v)

Quality Inputs: the quality related inputs include those issues
related to: (a) teacher and teaching; (i) upgrade teacher’s skills; (ii)
teachers as role model; and (b) curriculum; (i) emphasise on schoolbased curriculum.

(vi)

School Level Issues: these include school level policies and
operational aspects, such as; (i) improve policies on student
discipline; (ii) guidance and counselling service;

(vii)

Finance: this includes issues related to systems, sources, and
accountability aspects. Amongst the important issues included by
the SNEAs is that (i) free UBE is financially not feasible; and (ii)
full state funded and supported UBE in remote areas.

(viii) Resources/Infrastructure:

this

includes

issues

related

to

infrastructure and resource requirements for UBE. Amongst the
important issues include the need to establish; (i) primary libraries;
(ii) central boarding schools; (iii) village elementary schools.
(ix)

Knowledge and Information: this includes issues related to aspects
knowledge and information about education and UBE. Improving
knowledge and information about UBE was the fourth overall most
important item by both the SNEAs and SPEAs groups.

It should be noted that following each section in the analysis of the findings a
Framed Figure is used to highlight a Set of Summary of Key Results, as is
shown in an example below.
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Summary of Key Results:
These set of results generally has revealed strong approval ratings by the PNG
educators in this study for the tested ‘68 Proposition Items’ as generally most
important for improving UBE in PNG. The key patterns of findings obtained from
the results were:
(i) the set of top-15 Most Important Proposition Items were rated and ranked by the
PNG educators as most important for improving UBE in PNG.
(ii) the set of top-5 proposition items with very high approval ratings of 95% or higher
as most important for improving UBE in PNG were: (i) improve leadership and
management skills; (ii) education priorities to remote rural areas; (iii) upgrading
of teacher’s skills; (iv) improve staff development; (v) improve policies on student
discipline; and (vi) improve image of teachers as good role models.
(iii) all PNG educators’ groups consistently rated and ranked the following top-10 items
as the ‘Most Important Propositions’ for improving UBE in PNG. These were: (i)
improving leadership and management skills; (ii) a law to enforce the child’s rights
to UBE; and (iii) education priorities to remote rural areas.
(iv) there were ‘wide differences’ in the attitudes or expressed views of the PNG
educators about propositions for improving UBE in PNG. This means that ‘policies
which are conceived as most important nationally or by SNEAs are not necessarily
conceived as important at the provincial and school levels.
(v) based upon the established roles and responsibilities of the various education
authorities in implementing UBE in PNG the following Key UBE Themes and
Issues were obtained from the results. These were: (i) leadership and management;
(ii) equity; (iii) access; (iv) retention; (v) quality inputs; (vi) school level issues;
(vii) finance; (viii) resources and infrastructure; and (ix) knowledge and
information.
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5.3.2.2 Results of the Bottom-15 Rated and Ranked Least Important UBE
Proposition Items by the PNG Educators
The set of ‘bottom’ rated and ranked proposition items were those that were
considered by the PNG educators as ‘least important’ or which were ‘problem
items’ that in fact prevented the effective implementation of UBE within the PNG
school system. The results therefore would be expected to show a consistent level
of agreement between the respondent groups for the least important rated and
ranked proposition items. The results of the set of ‘Bottom-15 Least Important
Proposition Items’ out of the possible 30 were obtained through combining the
bottom-10 results for the 3 respondent groups. These results are presented below in
Table 5.5.
Table 5.5: Summary Results of Bottom-15 Rated and Ranked Least Important UBE
Proposition Items

Bottom Rated and Ranked Least
Important UBE Propositions Items

1. Establish central boarding schools
2. Train elem. teachers in colleges
3. Inability to pay fees in grades 3 to 6
4. High population growth
5. Land problems affect schools
6. Good comm. relations improve retention
7. Law and order problems cause dropouts
8. Improve transport for student travels
9. Compulsory UBE admin. not feasible
10. Parents not see the importance of UBE
11. Inability to pay fees in grades 1/2
12. Free UBE administratively not feasible
13. Education not related to wage employ
14. Transport for distant schools
15. Household demands affect child’s school

Part 1
Rank
Order

Total
Mean

Bottom-10 Item Mean and Rank
Scores of PNG Educator’s Groups
SNEAs

I/68

N96

54
55
56
57
58
59
60
61
62
63
64
65
66
67
68

3.88
3.83
3.79
3.75
3.74
3.72
3.71
3.62
3.62
3.58
3.57
3.40
3.40
3.25
2.76

SPEAs

Teachers

Rank Mean Rank Mean Rank Mean
n/19
n/26
n/44
63
3.21
6
4.73
49
4.18
65
3.00
29
4.35
37
4.41
62
3.32
50
4.00
59
3.86
34
4.00
59
3.62
66
3.52
61
3.42
61
3.52
58
3.86
50
3.79
62
3.38
43
4.30
36
3.95
60
3.57
62
3.77
59
3.47
65
3.27
53
4.05
58
3.53
63
3.35
60
3.84
60
3.47
58
3.71
67
3.43
66
2.95
54
3.86
64
3.59
55
3.58
64
3.31
65
3.57
64
3.21
66
3.23
63
3.59
67
2.79
67
3.13
61
3.82
68
2.63
68
2.73
68
2.70

Averaged Item
Attitude Scale by
Percentages
Most Least
Not
Imp. Imp.
Sure

%
/100

%
/100

%
/100

78.1
78.1
64.5
69.8
69.7
76.1
70.8
67.7
60.4
60.4
58.3
55.2
62.5
52.0
32.3

14.6
12.5
23.0
21.9
17.8
18.7
18.8
17.8
19.8
27.1
31.3
22.9
28.1
29.2
46.9

7.3
9.4
12.5
8.3
12.5
5.2
10.4
14.5
19.8
12.5
10.4
21.9
9.4
18.8
20.8
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Comments on These Results:
The following were the key patterns of results obtained from the analysis of these
set of Bottom-15 Least Important UBE Proposition Items by the PNG educators.
The patterns of results were:
1.

Patterns Within the Results of the Bottom-15 Least Important UBE
Proposition Items: the following were the key patterns of results obtained,
which included:
(i)

Generally Moderate Level of Importance: despite the bottom
ranking, the item mean scores generally indicate that 14 out of the
total 15 items (or 93.3%) were rated as ‘moderately important’ and
only 1 was rated as not sure. This means that the PNG educators
were in common agreement that these proposition items are
important for improving UBE in PNG.

(ii)

Consistent Problem Items From Phase-One: Pilot Study: these
group of items in general were closely associated with a series of
macro-level PNG societal problems and issues obtained from PhaseOne: Pilot Study. These results therefore generally confirm the
following 12 out of the 15 (or 80%) items as those macro-level PNG
societal related problems and issues that must be addressed in order
to effectively improve UBE in PNG. These items were: (i) the need
to establish central boarding schools in remote rural areas; (ii)
parents inability to pay fees in grades 3 to 6; (iii) inability to sustain
the high population growth rate; (iv) land problems; (v) good
community relationships improve retention; (vii) law and order
problems cause drop-outs; (viii) improve provision of transport for
distant schools; (ix) parents do not see the importance of UBE; (x)
parents inability to pay fees at grade 1 and 2; (xi) education is not
related to wage employment; (xii) household demands affects
children’s schooling.

239

(iii)

Consistent Least Important UBE Proposition Items: the results
showed consistent agreement by the PNG educators that the
following were the least important proposition items for improving
UBE in PNG. These were: (i) household demands affect children’s
school; (ii) provision of transport for distant schools; (iii) education
is not related to wage employment; (iv) free UBE is administratively
not feasible.

2.

Patterns Between the Results of PNG Educators’ Groups: the following
were the key patterns of results obtained across the Bottom-10 Results for
the 3 respondent groups. These were:
(i)

Consistent SNEAs and SPEAs Least Important UBE Proposition
Items: the results indicate that only 6 out of the 10 items (or 60%) in
which both groups commonly agreed that the following were the
least important UBE proposition items. These were: (i) household
demands affect children’s school; (ii) provision of transport for
distant schools; (iii) education is not related to wage employment;
(iv) free UBE is administratively not feasible; (v) improve transport
for students to school; and (vi) land problems affect schools;

(ii)

Consistent SNEAs and Primary Teachers Least Important UBE
Propositions: the results indicate that only 6 out of the 10 items (or
60%) in which both groups commonly agreed that the following
were the least important UBE proposition items, which included: (i)
household demands affect children’s school; (ii) provision of
transport for distant schools; (iii) education is not related to wage
employment; (iv) free UBE is administratively not feasible; (v)
parents inability to pay school fees at grades 1 and 2; and (vi)
parents do not see the importance of UBE .

(iii)

Consistent SPEAs and Primary Teachers Least Important UBE
Propositions: the results showed strong agreement between both
groups in which 7 out of the 10 items (or 70%) were rated as the
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least important UBE proposition items, which included: (i)
household demands affect children’s school; (ii) provision of
transport for distant schools; (iii) education is not related to wage
employment; (iv) free UBE is administratively not feasible; (v)
compulsory UBE is administratively not feasible; (vi) law and order
problems cause drop-outs; and (vii) inability to sustain high
population growth rates.

Summary of Key Results:
An Important range of key patterns of findings were revealed through the analysis
of these sets of results which are summarized as follows:
(i) High Level Agreement on Tested Macro-Level PNG Societal Problem Items:
Unlike the previous results in which there were least agreements between the
results of the SNEAs and SPEAs and the SNEAs and teachers these results have
revealed ‘strong level of agreement’ between all respondent groups. The reason for
this common agreement appears to be related to the series of tested ‘macro-level
PNG societal problem items’ which were analysed and discussed in Phase-One:
Pilot Study. The items are listed below as recommended action items to be
addressed by relevant macro-level PNG societal authorities and agencies.
(ii) Recommended Macro-Level PNG Societal Problem Items: In view of the strong
agreement by the PNG educators in this study that the following set of ‘12 macrolevel PNG societal problem items’ must be universally addressed by the PNG
society in order to more effectively improve UBE in the country. These were: (i)
the need to establish central boarding schools in remote rural areas; (ii) parents
inability to pay fees in grades 3 to 6; (iii) inability to sustain the high population
growth rate; (iv) land problems; (v) good community relationships improve
retention; (vii) law and order problems cause drop-outs; (viii) improve provision of
transport for distant schools; (ix) parents do not see the importance of UBE; (x)
parents inability to pay fees at grade 1 and 2; (xi) education is not related to wage
employment; (xii) household demands affects children’s schooling.
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1.1.65 5.3.3

Results of Most Supported UBE Proposition Items by PNG

Educators
The second set of filtered results involved the analysis of responses for the ‘TopFive Selected Most Supported UBE Proposition Items’ by the PNG educators
amongst the total 68 tested items. This second-stage selection process was based on
the premise that although policies can be considered as important they may not
necessarily be supported for various reasons, such as differences in terms of
personal, situational, and organizational preferences, interests and/or limitations.
The expected results therefore would be least consistent than one would expect
from the earlier set of results for the most and least important proposition items.
The analysis of this set of results therefore is comprised of a “Set of 51 Selected
Top-Five Most Supported Proposition Items For Improving UBE in PNG” out of
the total 68 Items. This means that 17 items from the original 68 were missed out
or not selected by the respondents.
Further, the same analytical technique of ‘ranking’ and the logic of ‘Top-10’ as
used earlier, was further applied to determine the top-ranking for the ‘most
supported’ items and bottom-ranking for the ‘least supported’ items. Also, the
combined results for the ‘top-10’ rated and ranked supported items from the 3
respondent groups were used to obtain the ‘Top-24 Most Supported UBE
Proposition Items’ out of the possible 30. These results are given below in Table
5.6
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Table 5.6: Results of Top-24 Most Supported UBE Proposition Items Rated and
Ranked by the PNG Educators

Top-24 Rated and Ranked
Most Supported UBE Items

Part 2
Rank Total Item
Order Mean & SD

Top-10 Item Mean and Ranking
Scores by PNG Educators’ Groups
SNEAs

1. Vernacular and culture
2. Review streaming policy
3. Remote teacher selection criteria
4. Train elem. teachers in college
5. Develop shift teaching policy
6. Establish primary library
7. Improve district admin. roles
8. Improve staff development
9. Priority focus on UBE
10. Improve inspector’s skills
11. Correct age 6 entry
12. Poverty child support
13. Teach guidance &counseling
14. Enrolment policies & plans
15. Female scholarships
16. Develop bright students policy
17. Guidance & counseling service
18. Improve policies on discipline.
19. Provision for bright children
20. Correct pupil teacher ratio
21. Produce annual reports
22. Transport for distant schools
23. Improve elem. teacher select
24. Central boarding schools

n/68
1
2
3
4
5
6
7
8
9
10
11
12
13
16
17
18
19
22
25
31
34
39
43
45

Mean

3.77
3.69
3.64
3.57
3.50
3.46
3.45
3.40
3.38
3.38
3.29
3.28
3.26
3.12
3.11
3.10
3.08
3.06
2.92
2.86
2.85
2.61
2.51
2.48

S.D

0.93
0.73
0.70
2.12
0.41
0.53
0.39
0.57
1.04
0.44
0.26
0.45
0.41
0.34
1.27
0.58
0.29
0.84
0.57
0.73
0.82
1.04
0.69
1.12

SPEAs

R

Mean

R

Mean

1
31
2

5.00
2.80
4.50

24
21

3.00
3.00

3
12
8
9
10
18
6

3.83
3.45
3.57
3.55
3.50
3.00
3.67

19
8
9
27
28
12
10
4
25
26
13
44
7
5
6
3
39

3.00
3.67
3.67
3.00
3.00
3.33
3.63
4.50
3.00
3.00
3.33
2.20
3.75
4.00
4.00
4.50
2.50

1
23
11
7
4
25
44
37
28
2
37
43
29
20
48
5

4.50
2.93
3.50
3.58
3.80
2.89
2.00
2.50
2.83
4.00
2.86
2.00
2.80
1.50
1.33
3.70

Teachers
R Mean

37
1
34
7
8
3
20
4
11
26
10
35
27
25
5
2
9
28
6
41
50
46
16
40

2.75
4.00
2.80
3.58
3.50
3.83
3.00
3.80
3.33
2.90
3.38
2.79
2.90
2.95
3.60
3.90
3.50
2.90
3.60
2.70
2.11
2.60
3.20
2.73

Total Percentage
Mean Ratings
Most Least
Supp Supp.
%
%

47.0
65.4
50.0
53.4
50.0
58.8
60.0
55.0
52.4
43.3
45.5
46.3
37.1
46.2
33.3
40.0
42.8
39.1
48.0
35.3
35.0
55.5
50.0
39.3

35.3 17.6
26.9 7.7
26.9 23.1
20.0 26.6
21.4 28.6
29.4 11.8
20.0 20.0
30.0 15.0
23.8 23.8
33.3 23.4
31.8 22.7
34.2 19.5
34.3 28.6
43.5 10.3
53.3 13.3
36.0 24.0
37.2 20.0
36.6 24.3
36.0 16.0
38.2 26.5
50.0 15.0
33.3 11.1
43.7 6.3
35.7 25.0

Comments on These Results:
The results of the item mean and ranking scores of the total 51 items and the Top24 Most Supported Proposition Items produced the following key patterns of
results, which are commented on below.
1.

Patterns Within the Overall Results of the Total 51 Most and Least
Supported UBE Proposition Items: The following key patterns of results
were obtained from these set of results. These were:
(i)

Not
Sure
%

Generally moderate and not sure supported ratings: the results
generally indicated no top-level support ratings, only 33.3% (or 17
out of 51) items were moderately rated, and 64.7% (or 33 out 51)
items were rated as not sure, and 1 item as least supported. This
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result therefore is consistent with an earlier assumption that
although policies can be perceived as important they are not
necessarily supported for various personal, environmental, and
organisational reasons.
(ii)

the fairly high level of ‘not sure’ supported item (of 64.7%) ratings
may have been caused by a combination of factors such as the
contexts in which the UBE reforms were just being introduced and
implemented in provinces, lack of available data which could better
influence the respondent’s choices, the questionnaire design, and/or,
the reported enduring research situations in 2002.

2.

Patterns Within the Results of the Top-24 Most Supported UBE
Proposition Items: Based on the combined ‘Top-10’ Most Supported Rated
and Ranked Items by all respondent groups the following were the key
patterns of results, which included:
(i)

on the basis of the logic of top-10 and the simple ranking process it
can be appropriately inferred that these set of Top-23 items are ‘the
most supported proposition items’ for improving UBE within the
PNG school system;

(ii)

Moderate and Not Sure Supported Mean Ratings: Based on the
item mean scores the results showed mostly moderate to not sure
ratings. For example, out of the top-24 ranked items there was no
top level most important supported item, a moderate level supported
ratings for 15 out of 24 (or 63%) items, and 9 (or 37.5%) were rated
with ‘not sure’ support.

(iii)

No Common Agreement For Most Supported Top-10 UBE
Proposition Items: these results revealed quite an unexpected and
unexplained reason for the generally no common agreement amongst
the PNG educator’s groups in terms of their Top-10 rated and ranked
most supported proposition items for improving UBE. Apart from
the known issue about the widely varied provincial and school level
situations, problems, and competing interests and priorities which
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could account for the lack of common agreement, this particular
finding needs to be further investigated.
(iv)

Least consistent SNEAs and SPEAs’ Most Supported Rated and
Ranked UBE Proposition Items: these results indicated a low level
of agreement between the SNEAs and SPEAs in which only 3 items
out of 10 were commonly agreed to as their top-10 most supported
propositions. These included: (i) vernacular and culture; (ii) priority
remote teacher selection criteria; (iii) UBE as a priority focus of
education in PNG.

(v)

Inconsistent SNEAs and Primary Teachers’ Most Supported Rated
and Ranked UBE Proposition Items: these results further show
least agreement between the results for the SNEAs and primary
teachers in which they only agree on 1 item, which is: (i) a policy on
scholarship for females.

(vi)

Least Consistent SPEAs and Primary Teachers’ Most Supported
UBE Proposition Items: the results showed least agreement
between the results of SPEAs and primary teachers in which they
only agreed on 3 out the 10 items as their most supported
proposition items for improving UBE. These were: (i) train
elementary teachers in colleges; (ii) develop a shift teaching policy;
and (iii) correct age 6 entry to school. It should be noted that the
involvement of teachers and inspectors from the NCD in Phase-Two
could have influenced these set of results, especially with issues
regarding shift teaching and correct age 6 enrolment age. The
Researcher is aware of these particular problems in NCD schools.

3.

Patterns of Key UBE Policy Themes /Issues: the results further revealed
the following categories of Key UBE Policy Themes and Issues: These
were:
(i)

Leadership and management: the issue of improving leadership and
management skills was consistently rated and ranked as the first
most important variable by all respondent groups. Other important
items which were included under this theme were to improve: (i)
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district education administrators roles and skills; (ii) inspector’s
knowledge and skills; and (iii) staff development and supervision.
(ii)

Policy and planning: these involves review of existing and framing
of new policy initiatives. Some of the most supported items include:
(i) review streaming policy; (ii) initiate policy on remote teacher
selection and training; (iii) train elementary teachers in colleges;
(iv) develop shift teaching policy, especially in urban centres; (v)
correct age 6 entry to school; (vi) review and improve enrolment
policies and plans; (vii) provision for poverty child support; (viii)
female scholarship; (ix) develop policy for intellectually bright
children; (x) review and improve policies on student discipline; (xi)
correct pupil teacher ratio; (xii) provision of transport distant
schools; and (xiii) improve elementary teacher selection criteria;

(iii)

Equity: this issue involves equal access to, and participation in, the
provision of UBE by all citizens including: (i) provision for poverty
child support;

(iv)

Access to UBE: this issue involves remote rural access and urban
access and which include: (i) correct age 6 entry to school; (ii)
review and improve enrolment policies and plans; and (iii) correct
pupil teacher ratio;

(v)

Retention: this issue involves ways needed to retain or keep children
in school to complete UBE. Some of the important UBE items were:
(i) shift teaching policy; (ii) female scholarships; (iii) provision for
bright children; (iv) guidance and counselling service; (v) provision
of transport for distant schools; and (vi) central boarding schools.

(vi)

Quality Inputs: the quality related inputs include those issues
related to: (a) teacher and teaching; (i) train elementary teachers in
colleges; (b) curriculum; (i) vernacular and culture education; (ii)
teach guidance and counselling;

(vii)

School Level Issues: these include school level policies and
operational aspects, such as; (i) improve policies on student
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discipline; (ii) guidance and counselling service; (iii) improve
enrolment policies and plans; (iv) produce annual reports;
(viii) Resources/Infrastructure:

this

includes

issues

related

to

infrastructure and resource requirements for UBE. Amongst the
important issues include the need to establish; (i) primary libraries;
(ii) central boarding schools; (iii) provision of transport for distant
schools;

Summary of Key Results:
The following were the key patterns of findings which were revealed by these set of
results for the ‘Top-24 Most Supported UBE Proposition Items’ by the PNG
educators. These were:
(i) a generally high level of ‘not sure’ and ‘moderate’ ratings were given by the PNG
educators for the Most Supported UBE Proposition Items. This is further indicated
by their overall ‘least’ consistent results between the 3 groups. The results appear to
be consistent with an earlier assumption that ‘although policies can be perceived
with strong level of importance they however do not necessarily get supported
and/or implemented due to differences in competing interests, preferences, and/or,
limitations’.
(ii) more than 50% of the Top- 24 Most Supported UBE Proposition Items tended to
have emphasised strong support for the need to review and improve existing as well
as initiate new UBE policy and planning items and issues. The following for
example were noted, which included: (i) review streaming policy; (ii) initiate policy
on remote teacher selection and training; (iii) train elementary teachers in
colleges; (iv) develop shift teaching policy, especially in urban centres; (v) correct
age 6 entry to school; (vi) review and improve enrolment policies and plans; (vii)
provision for poverty child support; (viii) female scholarship; (ix) develop policy
for intellectually bright children; (x) review and improve policies on student
discipline; (xi) correct pupil teacher ratio; (xii) provision of transport for distant
schools; and (xiii) improve elementary teacher selection criteria.

247

1.1.66 5.3.4

Results of Priority UBE Actions Selected by PNG Educators

The third set of ‘filtered results’ were obtained from the analysis of responses for
the ‘Top-Five UBE Priority Action Items’ which were selected and rated by the
PNG educators from the original 68 tested items. Consequently, these results are
comprised of the selected set of ‘49 UBE Priority Action Items’ out of the total 68.
This once again means that some items were not selected and included by the PNG
educators.
This particular approach in determining ‘educational policy (including UBE)
priorities’ was taken because of the problems revealed in the discussions in
Chapter Two with particular regard to “lack of priority given to education (and
UBE) by many provinces in PNG” (DOE, 1991 and 2003). Since this approach is
being tested for the first time and which also has been used alongside the earlier
two-filtered responses one would certainly expect a fairly mixed observation about
the results. However, from established practical experiences as noted through the
PNG education literature, the results should show consistent trends.
The same analytical techniques of the ‘ranking process’ and the logic of ‘Top-10’,
as used earlier, were further applied by the Researcher to appropriately determine
the top-ranking for the ‘top-priority action’ items and bottom-ranking for the ‘least
priority action’ items. Consequently, the results of the ‘Top-24 UBE Priority
Action Items’ out of the possible 30 as rated and ranked by the PNG educators is
given below in Table 5.7

248

Table 5.7: Summary Results of Top-24 UBE Priority Action Items by PNG Educators
Top-10 Rated and Ranked
Priority UBE Action Items
1. High population growth
2. Remote teaching allowance
4. Correct class sizes
5. Compulsory literacy program
6. Village elementary schools
7. Automatic promotion policy
8. Priority focus on UBE
9. Leadership and Management
10. Improve absenteeism policy
11. Teachers as role models
12. Provision for bright students
13. School based curriculum
14. Priority to poor /disadvantage
15. Establish primary library
16. Priority to remote UBE needs
17. Poverty child support
18. Improve multigrade policy
19. Clear UBE policies and plans
20. Enforce child’s right to UBE
21. Remote teacher material support
22. Enrolment policies and plans
23. Fullstate remote UBE support
24. School mission and purpose

Part 3
Rank
Order

Total
Item
Mean

1/49

N/84

1
2
4
5
6
7
8
9
11
12
13
14
15
16
17
19
20
21
24
25
32
38
41

4.17
3.89
3.67
3.63
3.56
3.50
3.48
3.47
3.37
3.36
3.33
3.29
3.24
3.23
3.22
3.13
3.06
3.00
2.93
2.90
2.75
2.57
2.27

Top-10 Item Mean and Ranking
Scores by PNG Educators’ Groups
SNEAs
SPEAs
Rank Mean Rank Mean

17
13
19
5
11
3
6
4

3.00
3.00
3.00
4.00
3.25
4.00
4.00
4.00

26
2
22
1
31
7
14
32
8
10
18
9

2.00
5.00
2.50
5.00
1.00
4.00
3.00
1.00
4.00
3.50
3.00
3.75

2
13
18
4
3
16
11
21
17
8
10
9
38
1
7
27
26
14
6
20
30
5
35

5.00
3.20
3.00
4.00
4.50
3.00
3.50
2.75
3.00
3.67
3.67
3.67
1.00
5.00
3.69
2.67
2.67
3.00
4.00
3.00
2.00
4.00
1.00

Teachers
Mean

Rank

11
3
1
8
13

3.33
4.57
5.00
3.50
3.17

5
31
23
38
20
32
2
40
30
9
34
4
6
7
27
39
10

4.17
2.63
3.00
2.40
3.00
2.50
5.00
2.20
2.67
3.40
2.50
4.50
3.78
3.64
2.75
2.29
3.33

Comments on These Results:
The following were the key patterns of results obtained from the ‘process of
ranking’ of the total combined mean scores in descending order from 1 to 49 for
the most and least priority UBE action items. These were:
1.

Patterns Within the Overall Results of the Total 49 Most and Least
Priority UBE Action Items by Likert Mean and Percentage Measures:
On the strengths of the total Item Mean Scores and the Percentage Measures
the following key patterns of results are noted. These are:
(i)

Generally, out of the 49 Items, 20 (or 40.8%) are rated as
moderately important, 24 (or 49%) are rated as ‘not sure’ and 5 (or
10%) as least important. This therefore indicates that the overall
results appear to be evenly distributed between those ‘moderately’
rated priority action items and those ‘not sure’ items.
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(ii)

the fairly evenly distributed results between ‘moderate’ and ‘not
sure’ priority items may have been caused by a combination of
factors such as the contexts in which the UBE reforms were just
being introduced and implemented in provinces, lack of available
data or information about UBE which could have influenced the
respondent’s choices, the questionnaire design especially as this is a
third filtered response, and/or, the reported enduring research
situations in 2002 at the time of this study.

2.

Patterns Within the Results of the Top-24 Rated and Ranked UBE
Priority Action Items: Based on the results of the combined ‘Top-10’ UBE
Priority Action Items rated and ranked by all respondent groups the
following key patterns of results can be noted. These are:
(i)

on the basis of the logic of ‘top-10’ and the simple ‘ranking
process’ these set results for the ‘Top-24 Priority Action Items’ can
be appropriately taken as those rated and ranked items by the PNG
educators for improving UBE within the PNG school system.

(ii)

Consistent Moderate Priority Action Items for Improving UBE in
PNG: the results for example indicate that out of the top-24 ranked
items only 1 item was rated as high priority, while 18 out of 24 (or
75%) were rated with moderate priority, and 6 (or 25%) were rated
as ‘not sure’. It therefore can be inferred that there is a moderate
75% level of agreement about the Top-5 Selected Priority Action
Items for improving UBE within the PNG school system.

(iii)

Inconsistent High Priority Action Items by the PNG Educators:
the results generally show ‘least common agreement’ amongst the
PNG educators for their selected High Priority UBE Action Items,
except for 1 particular item, which is the need to give (i) priority
focus on UBE throughout the PNGSS. These results to a greater
degree confirm the problems of general “lack of priority given to
education (and UBE) in many provinces in PNG” (DOE, 2003 and
1991).
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(iv)

Least Consistent SNEAs and SPEAs Priority Action Items: the
results show that both the SNEAs and SPEAs were commonly in
agreement for the following Top-10 UBE Priority Action Items,
which included: (i) the need for priority focus on UBE; (ii) teachers
as good role models; (iii) priority to remote rural UBE needs.

(v)

Least Consistent SNEAs and Primary Teachers’ Priority Action
Items: the results show that both the SNEAs and primary teachers
were in agreement with the following 4 out of 10 UBE Priority
Action Items, which included: (i) priority focus on UBE throughout
the PNG school system; (ii) priority to poor and disadvantaged
populations; (iii) provision for remote teachers’ materials support;
and (iv) school mission and purpose.

(vi)

Least consistent SPEAs and Primary Teachers’ Priority Action
Items: the results show that both the SPEAs and primary teachers
were in agreement with the following 3 out of 10 items, which
included: (i) priority focus on UBE throughout the PNG school
system; (ii) a compulsory literacy program; and (iii) a law to
enforce the child’s rights to UBE.

3.

Patterns of Key UBE Policy Themes/Issues: these set of results further
revealed the following series of key patterns of UBE policy themes and
issues within which priority actions must be taken at levels of the PNG
school system and by appropriate education authorities. These include:
(i)

Macro-level PNG Societal Problems and Issues: PNG as a society
needs to give priority attention to address the following series of
social inequity issues in order to effectively improve UBE in the
country. These include the critical need to address: (i) the high
population growth rate; (ii) poverty issues; (iii) remote and
disadvantage population needs; and (iv) a firm commitment or law
to enforce the child’s rights to UBE.

(ii)

NDOE Policy, Planning and Management Issues: The following
priority actions need to be taken by NDOE especially in terms of
policy, planning and management issues. These are: (i) leadership
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and management; (iii) compulsory literacy program; (iv) review
and improve automatic promotion policy; (v) priority focus on
UBE; (vi) improve absenteeism policy; (vii) policy for bright
children; (viii) priority to poor and disadvantaged; (ix) priority to
remote UBE needs; (x) poverty issues; (xi) full state funded and
supported remote schools;
(iii)

Teaching Service Commission (TSC): the following priority
actions need to be addressed by TSC. These are: (i) increase remote
teaching allowance; (ii) review and improve teacher absenteeism
policy; (iii) teachers as good role models; (iv) remote teacher’s
materials support; and (v) improve multigrade policy.

(iv)

Provincial Education Priority Actions: the following UBE priority
actions need to be taken by provincial education authorities in order
to effectively improve UBE at the provincial, district and local level
governments. These are: (i) correct class sizes; (ii) establishment of
village elementary schools; (iii) universal priority focus on UBE;
(iv) clear UBE policies and plans: (v) priority to poverty issues; (vi)
priority to remote rural UBE needs; (vii) primary school libraries.

(v)

School Level Issues: the following priority UBE actions need to be
taken by all school authorities across the country in order to
effectively improve implementation of UBE at the school level.
These are to develop and implement clear: (i) UBE policies and
plans; (ii) enrolment policies and plans; and (iii) school mission
and purpose.
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Summary of Key Results:
The following were the key patterns of results which were revealed by these set of Phase-2
results for the ‘Top-24 UBE Priority Action Items’ by the PNG educators. These were:
1. the overall findings from the results of the tested 49 UBE Priority Action Items indicate a
fairly evenly distributed results between those ‘moderately’ rated priority action items (41%)
and those ‘not sure’ (49%) items. This however implies that the practising PNG educators
views especially in terms of choosing ‘highly important UBE priority actions’ were widely
different.
2. these results therefore further confirm the problems discussed earlier within the PNG
education literature about “the lack of priority given to education (including UBE) by many
provinces in PNG” (Department of Education, 2003 and 1991). In view of this, the PNG

educators however commonly agree that ‘the National PNG Government’s policy on UBE
must be universally accepted and given priority focus throughout the country’.

3. Both the SNEAs and SPEAs also were in common agreement that priority attention must be
given to address ‘the UBE needs for the children from remote rural areas’ and the need to
promote the image of teachers as good role models. Both the SPEAs and primary teachers

further add the need at the school level to give priority to children from poor and
disadvantaged families and communities, provision of remote teacher’s material support,

and develop school mission and purpose.
4. Because of the wide differences in needs and priorities between different groups of people
and different levels of institutions throughout the PNGSS it significantly necessary that
responsible education authorities at all levels must be universally involved in implementing
the series of priority actions. These authorities include: (i) the GOPNG in those matters
relating to the macro-level PNG societal problems and issues; (ii) NDOE; (iii) TSC; (iv)
provincial education authorities; and (v) school authorities.
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5.3.4.1 Summary
The results obtained from Phase-2 were particularly useful and generalisable, in
terms of the data obtained from a significant sampling of the senior National and
Province educators, but were very specific and localised concerning the results
obtained from primary teachers due to the limited teacher sample actually obtained
in Phase-2.
The final Phase-2 results obtained from the three stages of filtering of UBE
improvement items that were tested in Phase-2 were increasingly relevant because
of the fact that the filtering process continually refined items down to the ‘most
supported’ and ‘top 5’ rated items. Accordingly, Table 5.7 above summarizes the
major Chapter Two based findings obtained for improving UBE in PNG, and the
recommendations made in the final Chapter are heavily based on these particular
findings.
A related and important general pattern of finding was that there were consistently
detected differences in the attitudes and rankings between senior educators,
province educators and teachers in their views on what were the actions required to
improve UBE in PNG. There were higher levels of agreement between province
level administrators and teachers in ways if improving UBE, and the overall results
obtained in this study support the finding that there are widely different perceptions
between national policy makers and those who more directly implement
educational policies at province and school level.
Accordingly, the recommendations reported in Chapter Six have concentrated on
developing a coherent series of interlocking recommendations and actions at
national, province and school levels, and are heavily based on the final Phase-2
results obtained from the 3 stage filtering process reported in this Chapter, plus
addressing the major concerns and suggestions identified by each level and type of
respondent groups.
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This concluding section of Chapter Five now presents the summary of the key
research findings obtained from the analysis of results of both Phase-1 and Phase-2
of this study, presented in Table 5.8 following, which also shows the
recommendations made in Chapter 6 and their relationship(s) to the results from
which they are derived.
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CHAPTER SIX: SUMMARY, RECOMMENDATIONS
AND CONCLUSIONS
6.1

INTRODUCTION

This Chapter has four main purposes. It first of all restates the research problem
including the major purpose of the study, and gives a summary outline of key
research findings obtained. It then presents a range of priority recommendations for
improving implementation of the GOPNG’s educational policy goal on UBE
within the PNGSS. The Chapter ends with a statement of the further research
implications and conclusion.

6.2

FOCUS OF RESEARCH PROBLEM RESTATED

1.1.67 6.2.1

Research Problem Restated

This study addressed a particularly critical, long-standing, and important
educational policy problem:- the provision of access to effective UBE for all
children in the PNG society. The study acknowledges some important UBE
improvement policy initiatives currently undertaken by the GOPNG through its
ongoing ERP to address this issue. However, in order to more positively and
progressively advance this important policy issue PNG as a developing country has
to seriously overcome greater challenges requiring universally accepted and
committed series of high priority education and UBE policies and practices.

1.1.68 6.2.2 Research Questions Restated
The thesis investigations and analyses were based on one major research question
and three related research sub-questions.
1.

Main Research Question: What are the best ways of improving the
implementation of the GOPNG’s educational policy goal on UBE in PNG?
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1.1

Research Sub-Questions: Phase-One: Pilot Study:
1.1.1

Research Sub-Question One: Phase-One: Pilot Study: What
do the PNG educators perceive are the major problems that
hinder the effective implementation of the GOPNG’s policy
goal on UBE within the PNGSS?

1.1.2

Research Sub-Question Two: Phase-One: Pilot Study:
What do the PNG educators perceive are the most and least
important series of UBE policies and practices that are
currently being implemented under the ongoing education
reforms and the NEP 1995-2004?

1.2

Research Sub-Question: Phase-Two: Main Study:
1.2.1

Research Sub-Question Three: Phase-Two: Main Study:
What do the PNG educators perceive are the most important,
most supported, and top-priority propositions for improving
UBE within the PNGSS?

6.3

PHASE-ONE: PILOT STUDY: SUMMARY OF KEY
FINDINGS

1.1.69 6.3.1

Summary Findings: Current UBE Implementation Problems

and Important Policies and Practices
This study in Phase-One revealed a range of significant findings obtained from
three sources of data. The sources were: (i) the openly expressed interview findings
from 3 top management executives of the PNGDOE who provided a range of key
categories of macro-level PNG societal problems that block the effective
implementation of educational policy and UBE in PNG; (ii) the demographic data
on student enrolment, retention and participation rates at elementary and primary
levels of education; and (iii) the quantitative questionnaire responses in which the
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analyses of results included the series of PNG educators’ views on: (i) key
categories of education organizational problems experienced at the national,
provincial and school levels; and (ii) key categories of most and least important
UBE implementation policy items. The summary outline of the key findings is
provided below in Table 6.1.
Table 6.1: Phase-One Summary of Key Findings on Current Problems and Situations in
Implementing the GOPNG’s Educational Policy Goal on UBE in PNG

INTERVIEW FINDINGS

Macro-Level PNG Societal
Problems
Macro-Level PNG Societal
Problems Blocking UBE
Implementation in PNG

QUESTIONNAIRE FINDINGS
Top Most Important Education
Organisational Problem Items

DEMOGRAPHIC FINDINGS

NEP 1995-2004 Projected and
Actual 1999 Enrolment Data
1. Top-5 Key Education
1. Elementary Access
1.1 high admission rates at 90%
Problem Categories
1. Finance
1.2 significant access to UBE
2. Infrastructure/buildings
 positive female enrolment
1. UBE as Lacking Well-Defined 3. Leadership/management
 low female staffing
4. Parental support/involvement 2. Primary Access
PNG Priority Goal
5. Teacher and teaching
2.1 Gross Enrolment Rates
6. Curriculum and materials
2. Social/Economic Inequities
(Grds.1 to 6):
and Commitments to Address:
 widely varied performances
2. SNEAs’ Top-5 Problem Items
 high population growth rate
 low performing provinces
1. Leadership/management
 free and compulsory UBE
 average performing provinces
2. Community roles/participation
 child’s basic rights to UBE
 high performing provinces
3. Infrastructure/buildings
 poverty/disadvantage needs
4. Priorities for educ. and UBE
 basic remote rural needs
2.2. Retention (Grds. 1 to 6)
5. Attention to poor, remote and
 continuing poor retention
disadvantaged children
3. Leadership/management
 low performing provinces
 average performing provinces
3. SPEAs’ Top-5 Problem Items
4. Knowledge/information
 high performing provinces
1. Finance
2. Teacher upgrading
5. Resources/infrastructure
2.3. Equity/Participation
3. Infrastructure/buildings
4. Lack of curriculum materials  low female participation
 teacher shortage (esp. male)
5. Information and awareness
 increasing pupil teacher ratio
4. Primary Teachers’ Top-5
 high level disparities:
Problem Items
 urban/rural
1. Materials and equipment
 advantaged/disadvantage
2. Finance
 rich/poor
3. Infrastructure/buildings
4. Teacher upgrading
5. Parental support/involvement

LIKERT BASED FINDINGS
Top-5 Most Important UBE
Implementation Items

1. Elementary Education
1. Vernacular and culture
2. Elementary education system
3. Attitude to vernacular education
4. School entry at aged 6
5. Teacher selection criteria
2. Primary Education
1. Primary top-up system
2. Provision of UBE to grade 8
3. Values of UBE for females
4. Adequacy of teaching
5. Primary 7/8 same as high sch.
3. Likert Based UBE Items
(+70% Approval Rating)
1. UBE as priority goal
2. Clarity of UBE goals
3. Parental support/involvement
4. Four-hours teaching time
5. Improved student attendance
4. Bottom-5 Least Important
UBE Implementation Items
1. Finance
2. Infrastructure/buildings
3. Leadership/management
4. Knowledge and information
5. Parents/community support
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1.1.70 6.3.2

Comments on the Above Key Findings

This study consistently revealed that the development and implementation of
“educational policy and system outcomes in PNG, to a greater degree, were
determined by and evolve around the broader macro-level societal compositions,
systems and conditions” (Bacchus, 1987, Bray and Smith, 1985). Because of these
complexities it is essential that the processes of policy-making and policy
implementation must not only “take account of these dynamic forces” (Bacchus,
1987: 5), but more importantly must include UBE in particular as “part of the
overall, well-defined government philosophy” (McKinnon, 1976:89).
This thesis is based on a unique evidence-based developed and tested model of
IIEPIIRP in which it provides both current and past implementation issues and
actions as well as futures oriented actions for improving UBE in PNG. The Phase-1
findings indicate that there were five key categories of macro-level PNG societal
problems blocking the effective implementation of educational policy and UBE.
These are as follows with related comments.
1.

UBE as Lacking Overall Well-Defined Government Priority: this study
both through the reviewed literature in Chapter Two and through the results
of Phase-One and Phase-Two of the study further confirmed “the problems
of widely varied priorities and levels of funding provided to education and
UBE by different provinces (DOE, 2003 and 1991, AusAID, 2000, World
Bank, 1998). The problems therefore of implementing UBE were much
more complex especially in the contexts of the decentralised education
system. However, if PNG as a society is truly serious about the future of its
young children, strong efforts must be made to reverse this clear priority. It
is important therefore that a well-defined GOPNG Educational Policy on
UBE Strategy is developed and adopted an essential prerequisite toward the
future advancement of this important and long-standing policy goal. This
strategy is adopted in this thesis as the first and foremost important element
of the adopted framework of IEPIIM for PNG.
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2.

Sources and Systems of Financing UBE: the problem of a general
lack of an Affordable and Sustainable Source and System of Financing
Education and UBE in PNG was consistently revealed in this study as
amongst the most serious impeding factors that block the effective
implementation of educational policy and UBE in PNG. This study
tested and revealed wide ranging problems associated with different
sources, systems, control and accountability aspects of financing UBE
within the PNGSS. The study therefore strongly emphasises that PNG
as a society must seriously investigate and institute a more permanent,
affordable, systematic source and System of Financing UBE Strategy.
Such a strategy should not only rationalise and improve current
deficiencies, but more importantly a system which guarantees a more
permanent, affordable and systematic state-funded and supported UBE
for all children regardless of whatever social and economic inequities.

3.

Social and Economic Inequities Affecting UBE: this study also
consistently confirmed the existence of some critically serious social
and economic inequities related to high population growth, increasing
levels of poverty, remote rural disadvantaged and high levels of
disparities between males and females, poor and rich, and urban and
rural basic needs and services. The achievement of the GOPNG’s goals
and targets on UBE under these very diverse and complex macro-level
PNG societal contexts therefore will be most difficult and/or almost
impossible if these issues are not universally addressed and resolved
first. It would also be unrealistic to set and use a uniform policy goal or
target such as ‘free UBE policy’ as a strategy to resolve the series of
wide-ranging and complex educational policy problems, which UBE is
only one important part. This study therefore strongly emphasises that
PNG as a society must make some firm choices and commitments
towards addressing and resolving those macro-level aspects of
containing and reducing: (i) the current high population growth rate;
(ii) the increasing poverty levels; (iii) the current poor and
disadvantaged populations; and (iv) the basic remote rural needs,
services and opportunities. In addressing these issues it is considered
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necessary that the following further important aspects of improving
UBE must be investigated and given priority attention. These issues
include addressing the legal, financial, political and administrative
policies and mechanisms on: (i) free and compulsory UBE policies; (ii)
the policies on child’s rights to basic education; and (iii) establish
formal linkages with formal, non-formal, informal, and private systems
and provisions of providing UBE throughout the PNG society. This
thesis therefore strongly emphasizes the need to develop and implement
an Education Equity Strategy as the second most important element of
the framework of IEPIIM for PNG. The future development and
implementation of UBE policies and practices, under this strategy, must
be universally embraced as part of the overall PNG society and
Government philosophy rather than as a sole agenda for the PNGES.
4.

Leadership and Management: This study consistently confirmed that
competent educational planning and professional staff are necessary
conditions for effective and successful organisational and school’s
functions, which include but are wider than implementing UBE. The
study also revealed serious weaknesses in both political and
administrative leadership in the governance of education in PNG. These
weaknesses, as was revealed through the summary results of the
interview responses, were seen to be generated by a general lack of, or
inadequate: (i) professional and skilled people appointed to key
leadership roles; (ii) political and administrative instability; (iii)
training and supervision; (iv) capacity to influence education-decision
making; (v) awareness and understanding of, and ambiguities with,
GOPNG’s policy goals, aims, objectives and related programs; (vi)
implementation plans and strategies; (vii) problems of communication
and coordination; (viii) clarity of roles, responsibilities and
expectations of stakeholders; (ix) management and planning ability; (x)
clear vision, relevance, and focus on development planning and
implementation strategy; and (xi) stakeholder participation in
development processes. Relevant aspects concerning each of these
broad problem areas are commented on through the analysed views
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obtained from the different PNG educator groups. This study therefore
emphasizes the critical need to develop and implement an Educational
Leadership and Management Strategy which addresses both the system,
provincial, district, and local school level leadership and management
issues. This strategy provides a further important component of the
framework of the IEPIIM for PNG.
5.

Knowledge and Awareness About UBE: this study also consistently
confirmed that the related concepts, goals, values, and policies on
education and in particular UBE were currently not well-defined, nor
have they been publicised and well understood by education
stakeholders at all levels of the PNG society. The study also confirmed
that this problem is amongst the key reasons why there is general lack
of parental and community support and involvement in the education
process. This study therefore strongly emphasises the need to develop
and implement an Education Information and Awareness Strategy as an
important component of the IEPIIM for PNG. This strategy should not
only ensure that all key stakeholders in education are well-informed
about the overall aims, goals, values, and policies on education and
UBE, but more importantly their own roles and obligations in the
process of educating their children.

6.3.2.1 Comments on Key Findings For the Most Important Education
Organisational Problems in Implementing UBE Within the PNG
School System
This study revealed a range of key findings which were consistent with the data
from the reviewed PNG education literature on the education related problems
which hinder the effective implementation of UBE within the PNGSS. This review
revealed (in Chapter Two) the following key factors which made it difficult to attain
the goals of UBE in PNG. These problems were: (i) primary education was not
tuition fee ‘free’ and therefore could not be made compulsory; (ii) poor retention
rates in which almost 50% of children drop-out before completing primary school
education; (iii) insufficient teachers; (iv) lack of finance; (v) lack of clear support
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and priority to education by many provinces; (vi) conflicting and competing
demands between access to basic education versus expansion of other levels of
education; (vii) lack of resources (textbooks, materials, buildings and facilities); and
(viii) lack of understanding about the value of basic education for every citizen.
The key categories of education organisational problem items identified by the
practising PNG educators in Phase 1 of this study were:-.
1.

Top-Five Key Categories of Education Problem Items Identified by PNG
Educators: this study confirmed the following as the top-5 most frequently
faced education organisational problems items by the combined PNG
educators’ groups, which were: (i) finance, (ii) infrastructure, buildings and
facilities; (iii) leadership and management; (iv) parental support and
involvement in the education process; (v) teacher and teaching; and (vi)
curriculum and materials.

2.

Key Categories of Education Problem Items Identified by the SNEAs: the
issue of lack of leadership and management capacity, as commented on
earlier, was amongst the SNEAs top most important problem item consistent
with their system level administrative leadership and management roles. This
finding is consistent with obtained interview findings as outlined above and
the related PNG literature in which serious concerns were raised about “the
problems of widely varied priorities and levels of funding provided to
education and UBE by different provinces and the general lack of capacity,
expenditure controls, accountability, and accuracy and availability of data
for planing and monitoring purposes” (DOE, 2003 and 1991, AusAID 2000,
World Bank, 1998). These problems were further experienced by the SPEAs
and teachers at the school level. Some of these include problems such as
general lack of policy and planning priorities for education (and UBE) and
coordination and monitoring issues. The findings further confirmed the
problems of general lack of or inadequate provision of: (i) infrastructure,
buildings and facilities; (ii) parents and community roles and participation in
the education process; (iii) priority to needs of children from disadvantage,
remote rural and poor families.
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3.

Key Categories of Provincial Level Education Problem Items Identified by
the SPEAs: the issue of general lack of finance was the single top most
important problem item identified by the SPEAs as blocking implementation
of educational policy and UBE at the provincial level. This finding, as
reported earlier, is consistent with the general macro-level economic
difficulties experienced in PNG and throughout the provinces. Other
important findings included the problems of general lack of or inadequate
provision of: (i) teachers and teaching issues including staff development,
supervision, appointments and deployment issues; (ii) infrastructure,
buildings and facilities; (iii) availability of curriculum materials and
equipment; (iv) knowledge and information about education and UBE; (v)
parental support and involvement in the education process; (vi) leadership
and management capacity; (vii) school fees; and (viii) retention or dropouts.

4.

Key Categories of School Level Education Problem Items Identified by the
Primary Teachers: consistent with teaching roles of teachers and the
problems they experience in their living conditions in schools the primary
teachers revealed the following most important problem items: (i)
curriculum, materials and equipment; (ii) finance issues; (iii) infrastructure,
buildings and facilities; (iv) teacher and teaching issues: staff development,
supervision, welfare and conditions; (v) information and awareness; (vi)
parental support and involvement in the education process; and (vii) school
fees.

5.

Lack of Agreement on Education Organisational Problems: this study
showed that there were many differences amongst the PNG educators’ views
on education related implementation problems, except with only 3 macrolevel problem items, which were: (i) finance; (ii) infrastructure, buildings
and facilities; and (iii) parental support and involvement in the education
process. The lack of common agreement on education problems therefore
has a number of implications on educational policy and UBE implementation
across the PNGSS. These were:
(i)

Diverse

and

Complex

PNG

Problem

Situations:

policy

implementation problems were perceived differently at different
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levels of the PNG school system and therefore there were few
common items of improvement that all educator groups agreed on. It
is important therefore that relevant and related problems which
occur at different levels of the school system therefore need to be
appropriately addressed at each level.
(ii)

Least Common Agreement Items Amongst PNG Educator Groups:
the study further revealed the following important findings between
the views of the different PNG educator groups on the different
implementation problems they had encountered in their work
situations. These were:


there was little common agreement amongst the senior
education administrators on the problems encountered in
implementing educational policy and UBE, except for some
common macro-level related problem items including the
problems of leadership and management capacity.



there was also little common agreement between the SNEAs
and primary teachers apart from some macro-level related
problem items. This implies that top-down perceived views are
quite removed or perceived differently from the bottom-up local
school level realities. Therefore school level problems and
issues need to be appropriately identified and addressed by
those who experience them at this level.



there was high level of agreement between the common
problems faced by both SPEAs and primary teachers which
provides

important

implications

on

educational

policy

implementation at provincial and school levels. These for
example include: (i) the SPEAs work in much similar contexts
as the teachers and therefore experience similar problems which
are different from those experienced by the national level
administrators; (ii) the level and quality of influence that SPEAs
have on schools and teachers therefore is an important factor for
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implementation and improvement of educational policy and
UBE at the provincial and school levels.

6.3.2.2 Comments on Key Findings Obtained on Implementing the Tested
Elementary Education Policies and Practices
This study revealed two sets of key findings on the performances in implementing
the current elementary education policies and practices. The findings included the
results obtained from the analysis of performances in implementing: (i) the set of
demographic data on the projected and actual elementary student enrolment and
participation rates obtained from NEP 1995-2004; and (ii) the set of 16 Likert
based elementary policy items.
1.

Comments on Key Findings on Elementary Access and
Participation Rates: Improving ‘greater access’ to UBE for all
children aged 6 to 8 years old in PNG was amongst the major aims in
the establishment of the EES. Amongst the key findings revealed by
this study is the strongly high approval confirmation levels of 92%
and 87% respectively given by the PNG educators and “the popular
support and acceptance by PNG communities” (DOE, 2003 and
1999, World Bank, 1998, Ikupu and Glover, 2001) generally for ‘the
teaching of vernacular and culture curriculum’ through the
establishment of the elementary education system”. This study
therefore confirms the PNG wide acceptance of these two educational
policy initiatives on UBE which were determined by the GOPNG.

2.

Comments on Demographic Findings: the set of demographic
findings further confirmed the following significant achievements in
implementing the elementary education reform policies and practices.
These were:
(i)

High Student Admission Rates: this study confirmed a consistently
high levels of student admission rates of around 90% at elementary
prep and grade1 of the age 7 years old population of children in
PNG, especially between the periods 1992 (before education
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reforms) to 2001 (after education reforms). This therefore means that
the creation of the EES had significantly opened-up and has enabled
a sustained higher levels of provision to UBE for the 6 to 8 years old
age groups.
(ii)

Significant Female Access to UBE:

the study also has further

confirmed “a significantly high level of female enrolments at around
47% which is consistent with the proportion of the overall total
female population in PNG” (DOE, 2003 and 2001). There however
have been varied female teacher participation rates and pupil teacher
ratios which generally were common factors also found in the
analysis of the demographic data for primary education..

6.3.2.3 Key Findings Obtained on Implementing Primary Education Policies
and Practices
The provision of greater access to UBE by improving the gross enrolment rates
(GER), retention rates (RR), and participation rates were amongst the major policy
aims addressed in the implementation of the primary education reforms. This study
through the set of combined findings from results obtained from interview data,
demographic data, and Likert based data all confirmed a series of significant
findings, which are now presented.
1.

Consistency of Findings: this study consistently confirmed a generally
high levels of approval by the PNG educators for adopting: (i) the expanded
primary top-up education system in providing greater provision of (ii) 9
years of UBE from elementary prep to primary grade 8 and which in
particular provides (iii) greater opportunities for females to achieve UBE.
These achievements were accomplished through the use of a series of costeffective strategies resulting in very minimal costs to the GOPNG.

2.

Comments on Key Findings on Implementing Primary Access Policies
and Targets: this study further confirmed a range of key findings from the
results obtained from the analysis of quantitative demographic data on
primary grades 1 to 6 gross enrolment rates (GER), retention rates (RR) and
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participation rates which were obtained from the NEP 1995-2004 projected
and actual 2002 enrolment and staffing figures. These were:
(i)

Successful Achievement of Overall Student Enrolment Targets:
this study has revealed that the NEP projected primary enrolment
figures were on target or slightly exceeded the targets by the year
2002.

(ii)

Unchanged Female Enrolment Targets: the findings also have
revealed that, despite the reform efforts, female enrolment rates have
remained unchanged around 44% between 1990 and 2002. This
problem therefore needs to be seriously addressed by both the
PNGDOE and PDOE.

(iii)

Improvements in Female Teacher Numbers: the findings further
revealed an encouraging gradual improvement in the female teacher
numbers from some 34% in 1990 to 40% in 2002. This is a very
positive and encouraging trend and one that requires to be sustained
and further improved.

(iv)

Critical Trends in Losing Male Teachers From the Primary
Education Sector: this study further revealed a serious developing
trend in decreasing numbers of male teachers by about 8% between
1995 to 2002 from the primary sector of education. This is a very
serious trend, which if not addressed immediately, will certainly
have serious consequences for the further achievement of related
UBE goals at the primary level. Amongst the seriousness
consequences involves worsening trends in pupil teacher ratios, as
explained below.

(v)

Increasing Trends in Pupil Teacher Ratios: amongst the serious
consequences of losing teachers from the teaching force is further
confirmed by the “increases in pupil teacher ratios reflecting the
reported severe shortage of teachers in some areas” (DOE,
2003:31). This is a very critical and immediate problem that must be
addressed by the PNG Ministry of Education especially through

268

joint efforts involving the NDOE, TSC, the PDOE and teacher
education institutions throughout the country.
3. Comments on Key Findings on Implementing Primary Gross
Enrolment Rates (GER) and Retention Rates (RR) Between 1995 and
1999 Across All Provinces: this study further confirmed the following key
patterns of findings:
(i)

Widely Varied Gross Enrolment Rates (GER) Across All
Provinces: this study has confirmed that the overall performances in
achieving the NEP 1995-2004 projected targets on GER remained
to be around the 75% to 80% range between 1995-1999. The
performances continued to show widely varied results across all
provinces. The state of performances by individual provinces are
summarized below with the Retention Rates in Table 6.2.

(ii)

Continuing Poor Retention Rates (RR) Within the PNGSS: this
study further confirmed that the problems of continuing poor
Retention Rates remains the single biggest threat to ever achieving
UBE in PNG. The findings continue to show that despite the
education efforts of the 1990s “almost half of the children who
enrol in prep and grade 1 drop-out of school before they have
completed grade 6” (DOE, 2003, 1997, 1991). This is the first and
foremost critical problem that this study recommends must be given
immediate priority attention by all levels of PNG governments, all
education authorities, and parents and communities throughout the
PNG society. The status of performances by individual provinces
are summarized below with the GER in Table 6.2 in which this
study further suggests ways of addressing these problems, as
suggested below.

4.

Addressing the Widely Varied GER and RR Performances by
Provinces in PNG: this study further confirmed that the problems of
widely varied GER and RR performances to a greater degree were also
seriously affected by the macro-level PNG societal factors. The obtained
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and highlighted GER and RR performance results in Chapter 5 (Tables 4.9
and 4.10) were further summarized in terms of the high, average and low
performing provinces. The set of summary findings are provided below in
Table 6.2.

Table 6.2: Summary Findings of the Grades 1 to 6 GER and RR Performances by
Province Based on 1995 and 1999 PNGDOE Data

2. Average
Performing
Provinces

Performance in Gross
Enrolment Rates (1995 and
1999)
High GER (80% - 100%):
Western, Central, NCD,
Simbu, Morobe, Manus, New
Ireland, West New Britain, Kiunga
Lake Murray
GER Average (75% and 81%):
Milne Bay, East New Britain,
Eastern Highlands, Madang

3. Below Average
Performing
Provinces

GER Below (74% and 80%):
Southern Highlands, Western
Highlands, Enga, Sandaun,

4. Low Female
Performing
Provinces

Enga, Southern Highlands, East
Sepik,

Performance
Levels
1. High
Performance
Provinces

Performance in Retention Rates
(1995 and 1999)
High RR (80% - 100%):
NCD

RR Average (61% and 54%):
Western, Central, Milne Bay,
Morobe, Madang, Manus, New
Ireland, East New Britain, West
New Britain, Bougainville, Kiunga
Lake Murray.
RR Below (60% and 54%):
Gulf, Oro, Southern Highlands,
Eastern Highlands, Western
Highlands, Simbu, Enga, Sandaun,
East Sepik.
Central, Southern Highlands,
Eastern Highlands, Simbu, Sandaun,
East Sepik.

Source: For details refer to Chapter 5 (Tables 4.9 and 4.10). Refer also to original sources: 1.
Department of Education (1997). National Education Plan 1995-2004. Waigani, PNG. 2. Department
of Education (2001). Ministerial Brief. Waigani, PNG.

5.

Further Comments on the Recommended Strategy For Addressing the
GER and RR Performances by All Provinces in PNG: The following
further findings were revealed, and which included:
(i)

High Priority UBE Action Strategy: the issue of addressing the
widely varied GER and RR performances across all the 20 provinces
of PNG is much more complex then simply involving a uniform UBE
policy strategy. For example, it would be unrealistic and
counterproductive to simply impose a tuition-fee free UBE policy’ as
s strategy to resolve all the related UBE problems of PNG. This study
therefore strongly emphasizes the need to develop and implement ‘a
High Priority UBE Action Strategy’ consistent with the adopted
framework of IEPIIM for PNG. This strategy should be developed in
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accordance with the different critical UBE needs for all provinces and
implemented in a logical order of priority, as further suggested in the
following examples.
(ii)

Priority UBE Action Strategy on Retention (RR): consistent with the
continuing problems of poor retention rates this study strongly
recommends the development and implementation of a UBE Action
Strategy on Retention in which priority must be given to those poor
performing GER and RR provinces as shown above in Table 6.2.
These provinces for example include: Gulf, Oro, Enga, Simbu,
Southern Highlands, Eastern Highlands, Western Highlands, Sandaun
and East Sepik. The second priority then should be given to those
average and above average performing provinces.

The emerging series of suggested key themes and strategies from these set of key
categories of Phase-1 findings along with Phase-2 findings will later on in this
Chapter form the basis for the development of recommended actions for improving
the implementation of the GOPNG’s educational policy goal on UBE in PNG.

6.4

PHASE-TWO: MAIN STUDY: SUMMARY OF KEY
FINDINGS FOR IMPROVING IMPLEMENTATION OF
UBE IN PNG

1.1.71 6.4.1

Introduction

This thesis in Phase-2 tested and obtained a series of filtered key quantitative
findings in addressing the Research Sub-Question Three: What do the PNG
educators perceive are the most important, most supported, and top-priority
propositions for improving UBE within the PNGSS?
The detailed analyses of the results obtained from testing the total set of 68 UBE
Improvement Proposition Items were provided in Chapter Five. This sub-section
therefore reports the related Summary of Key Categories of Findings.
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1.1.72 6.4.2

Summary of Key Findings on the Filtered Most Important,

Most Supported and Priority Proposition Items for Improving UBE in
PNG
The series of key findings and related comments to be addressed a series of filtered
sets of results obtained from the analysis of the most important, most supported,
and priority propositions items for improving UBE in PNG which were obtained
from a total set of 68 Likert based items. A summary the key findings is provided
below in Table 6.3.
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Table 6.3 Summary of Phase 2 Findings on the Most Important Most Supported
and Priority UBE Improvement Items
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6.4.2.1 Comments on the Above Key Findings
This study produced a set of the most and least important propositions items for
improving implementation of UBE in PNG. The key findings and comments are as
follows:

1.

Comments on Findings for the Tested and Ranked 68 UBE Proposition
Items For Improving UBE in PNG: the key patterns of findings were:
(i)

High Level of Importance For the Tested UBE Proposition Items:
this study generally revealed a strongly high level of approval
ratings by the PNG educators in which more than 71% of the tested
‘68 Proposition Items’ were considered as most important with a
further 27% as moderately important. (Refer to Appendix 7A) for
details of Summary Matrix for the Likert Based Results of the Total
68 UBE Improvement Propositions Items). This finding implies that
virtually all the selected UBE Improvement Proposition Items were
confirmed as important and can be broadly used in improving
implementation of educational policies on UBE. This study was
interested in selecting only the ‘top’ of the range most important
items in order to appropriately determine key patterns.

(ii)

Key Findings For the Top Most Important UBE Proposition
Items: this study further confirmed that 90% of the set of 'top-23'
rated and ranked proposition items, which were provided in Chapter
5 (Table 5.4) were considered by the PNG educators as most
important. This study was largely interested in selecting only the
top-5 most important proposition items as further commented on
below.

(iii)

High Level Approval For the Top-5 Most Important Proposition
Items: this study confirmed that, from the top-23 rated and ranked
most important UBE improvement items, the following items were
given a very high level of approval ratings of 95% or higher by the
PNG educators as most important for improving UBE in PNG.
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These were: (i) improve leadership and management skills; (ii)
education priorities to remote rural areas; (iii) upgrading of
teacher’s skills; (iv) improve staff development; (v) improve policies
on student discipline; and (vi) improve image of teachers as good
role models.
(iv)

Consistent Agreed Top Most Important Proposition Items: the
study further confirmed, from the top-23 rated and ranked most
important UBE improvement items, that there were common
agreements amongst the PNG educator's groups for the most
important proposition items for improving UBE in PNG. These
were: (i) improving leadership and management skills; (ii) a law to
enforce the child’s rights to UBE; and (iii) education priorities to
remote rural areas.

(v)

Findings for the SNEAs Top-5 Most Important Proposition Items:
the study revealed the following as the top-5 items for improving
implementation of UBE by the SNEAs’ group. These were the need
to improve: (i) leadership and management capacity; (ii) establish
village elementary schools; (iii). information and awareness; (iv)
education priority to remote rural populations; (v) education
priority to children from poor and disadvantaged communities.

(vi)

Findings for the SPEAs’ Top-5 Most Important Proposition Items:
the study revealed the following as the top-5 items for improving
implementation of UBE by the SPEAs’ group. These were: (i)
improve teachers’ skills; (ii) information and awareness; (iii)
education priority to remote rural populations; (iv) motivate
children’s interests; and (v) provision of remote teacher material
support.

(vii)

Findings for the Primary Teachers’ Top-5 Most Important
Proposition Items: the study revealed the following top-5 most
important propositions items for improving implementation of UBE
at the school level by the sampled NCD and Central Province
primary teachers. These were the need to improve: (i) leadership
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and management capacity; (ii) correct pupil teacher ratio; (iii)
teachers as role models; (iv) upgrade teacher’s skills; and (v)
provision of guidance and counseling service
2.

Reconfirmed Proposition Items For Improving UBE in PNG: the
following set of findings were based on the retested set of Phase-1 problem
items which were confirmed again in Phase-2 testing by PNG educators as
important for improving UBE in PNG. These were: (i) establish central
boarding schools in remote rural areas; (ii) address parents inability to
pay fees; (iii) reduce inability of the school system to sustain high
population growth; (iv) address land problems; (v) improve community
relationships; (vi) law and order problems; (vii) provision of transport for
distant schools; (viii) parents do not see the importance of UBE; (ix)
education versus cheap wage employment; and (x) household demands
affect children’s schooling. This analysis further confirms these series of
macro-level PNG societal social and economic inequities that block UBE in
PNG and therefore need to be included as important components of the
suggested future Educational Policy Strategy on Addressing Macro-Level
PNG Societal Issues.

6.4.2.2 Comments on Key Findings on Most Supported Proposition for
Improving UBE in PNG
This study further revealed that although the tested 68 UBE Improvement
Proposition Items were considered as highly important, the second set of filtered
results indicated strong differences amongst the PNG educators in terms of their
levels of support for the same proposition items in improving UBE in PNG. For
example, the second set of filtered results only included 51 ‘Supported’ UBE
Improvement Items which were selected by the PNG educators out of the original
total 68 items. This therefore implies the existence of high levels of differences
amongst the PNG educators. The difference, to some extent, could be based on
their own personal and professional preferences and interests, as well as, the
competing priorities and/or limitations in which they work in diverse provinces and
schools. The related set of key findings and comments are as follows.
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1.

Consistency of Findings: Unlike the consistently high levels of importance
given for the original total 68 UBE Improvement Proposition Items as most
important for improving UBE, the obtained views of PNG educators were
again widely varied in their levels of support for the second Filtered Most
Supported UBE Proposition Items. (Refer to Appendix 7B) for the
Summary Matrix of the Likert Based Results of the Total Set of 51 Most
Supported UBE Proposition Items). This therefore implies that although
policies can be considered as important in a particular context they do not
necessarily get supported or accepted in other settings for various personal,
environmental, and organizational factors and differences.

2.

Comments on Top-24 Most Supported UBE Proposition Items: this
study revealed the following key categories of findings. (For details refer to
Chapter 5 (Table 5.6). The key categories of findings were:
(i)

Consistent Support For Improving Leadership and Management
Aspects: the issue of improving leadership and management was
further confirmed amongst the top most supported proposition for
improving implementation of UBE by the PNG educators. Other
related proposition items included the need to improve: (i) the roles
and skills of district education administrators; (ii) inspectors
knowledge and skills; (iii) staff development.

(ii)

Consistent Support For Improving Educational Policy and
Planning Aspects: this study further confirmed the need for the
review of existing and framing of new policy initiatives in order to
improve implementation of educational policy on UBE. Some of the
most supported propositions items given by the PNG educators
were: (i) review streaming policy; (ii) initiate policy on remote
teacher selection and training; (iii) train elementary teachers in
colleges; (iv) develop shift teaching policy, especially in urban
centres; (v) implement correct age 6 entry to school; (vi) review and
improve enrolment policies and plans; (vii) provision for poverty
child support; (viii) female scholarship; (ix) develop policy for
277

intellectually bright children; (x) review and improve policies on
student discipline; (xi) correct pupil teacher ratio; (xii) provision of
transport for distant schools; and (xiii) improve elementary teacher
selection criteria.
(iii)

Consistent Support For Improving Retention Aspects of UBE: the
study further revealed a range of key patterns of findings on
improving retention aspects of UBE which included: (i) shift
teaching policy; (ii) female scholarships; (iii) provision for bright
children; (iv) guidance and counselling service; (v) provision of
transport for distant schools; and (vi) central boarding schools
especially in selected clusters of remote isolated communities.

(iv)

Consistent Support For Improving Access Aspects of UBE: this
study further revealed a range of key patterns of findings on
improving access aspects of UBE which included: (i) correct age 6
entry to school; (ii) review and improve enrolment policies and
plans; and (iii) correct pupil teacher ratio.

(v)

Consistent Support For Improving Equity Aspects of UBE: this
study further revealed support for improving equity aspects of UBE
in particular the issue of: (i) provision for poverty child support.

(vi)

Consistent Support For Improving Curriculum Aspects: this study
further revealed a range of key patterns of findings on improving
curriculum related aspects of UBE, which include: (i) vernacular
and culture education; (ii) teach guidance and counselling;

(vii)

Consistent Support For Improving Teacher and Teaching Aspects
of UBE: this study further revealed PNG educators support for
institutionalising the training of elementary teachers in colleges.

(viii)

Consistent Support For Improving School Level Aspects: this
study further revealed a range of key patterns of findings on
improving school level related aspects of UBE, which included the
need to improve: (i) policies on student discipline; (ii) guidance and
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counselling service; (iii) improve enrolment policies and plans; and
(iv) produce annual reports.
(ix)

Consistent Support For Improving Resources/Infrastructure
Aspects: this study further revealed a range of key patterns of
findings on improving issues related to infrastructure and resource
requirements for UBE, which included the need to establish; (i)
primary libraries; (ii) central boarding schools especially in
selected clusters of remote isolated communities; (iii) provision of
transport for distant schools;

6.4.2.3 Comments on Key Priority Proposition Items for Improving UBE in
PNG
This study further confirmed the high level of differences between the PNG
educators’ groups in their perceived priority action items for improving
implementation of the GOPNG’s educational policy goal on UBE. This finding is
consistent with the obtained data from the reviewed PNG education literature
which confirmed the problem of a general “lack of priority given to education (and
UBE) by many provinces in PNG” (DOE, 2003 and 1991). The other key
categories of findings are now presented below.
1.

Consistent Finding:- Make UBE as a Well-Defined PNG Priority Goal
of Education: this study consistently confirmed through the obtained
results from both Phase-1 and Phase-2 that PNG educators were in common
agreement for the critical need to make UBE as a Well-Defined PNG
Priority Goal of Education. This particular finding logically is the first and
foremost priority recommended action for improving aspects of the overall
educational policy, planning, development and implementation of UBE
throughout the PNGSS.

2.

Priority Action Items Agreed by Both SNEAs and SPEAs: the findings
further revealed that both the SNEAs and SPEAs were in common
agreement only for the following Top-10 UBE Priority Action Items for
improving UBE in PNG. These were: (i) the need for priority focus on
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UBE; (ii) teachers as good role models; and (iii) priority to remote rural
UBE needs.
3.

Agreed SNEAs and Primary Teachers’ Priority Action Items: the findings
also revealed that both the SNEAs and primary teachers were in agreement
with the following 4 out of 10 UBE Priority Action Items for improving
UBE in PNG. These items were: (i) priority focus on UBE; (ii) priority to
poor and disadvantaged populations; (iii) provision for remote teachers’
materials support; and (iv) school mission and purpose.

4.

Agreed SPEAs and Primary Teachers’ Priority Action Items: the findings
further revealed that both the SPEAs and primary teachers were in
agreement with the following 3 out of 10 items, which included: (i) priority
focus on UBE; (ii) a compulsory literacy program; and (iii) a law to
enforce the child’s rights to UBE.

5.

Recommended Patterns of Key UBE Policy Themes/Issues: The key
patterns of UBE policy themes and issues within which priority actions
must be taken at different levels of the PNG school system and by
appropriate education authorities include:
(vi)

Macro-level PNG Societal Problems and Issues: PNG as a society
needs to give priority attention to address the following series of
social inequity issues in order to effectively improve UBE in the
country. These include the critical need to address: (i) the high
population growth rate; (ii) poverty issues; (iii) remote and
disadvantage population needs; and (iv) a law to enforce the child’s
rights to UBE.

(vii)

NDOE Policy, Planning and Management Issues: the following
priority actions need to be taken by NDOE especially in terms of
policy, planning and management issues. These are: (i) leadership
and management; (iii) compulsory literacy program; (iv) review
and improve automatic promotion policy; (v) priority focus on
UBE; (vi) improve absenteeism policy; (vii) policy for bright
children; (viii) priority to poor and disadvantaged; (ix) priority to
remote UBE needs; (x) poverty issues; (xi) full state funded and
supported remote schools;
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(viii)

Teaching Service Commission (TSC): the following priority
actions need to be addressed by TSC. These are: (i) increase remote
teaching allowance; (ii) review and improve teacher absenteeism
policy; (iii) teachers as good role models; (iv) remote teacher’s
materials support; and (v) improve multigrade policy.

(ix)

Provincial Education Priority Actions: the following UBE priority
actions need to be taken by provincial education authorities in order
to effectively improve UBE at the provincial, district and LLGs.
These are: (i) correct class sizes; (ii) establishment of village
elementary schools; (iii) universal priority focus on UBE; (iv) clear
UBE policies and plans: (v) priority to poverty issues; (vi) priority
to remote rural UBE needs; (vii) primary school libraries.

(x)

School Level Issues: the following priority UBE actions need to be
taken by all school authorities across the country in order to
effectively improve implementation of UBE at the school level.
These are to develop and implement clear: (i) UBE policies and
plans; (ii) enrolment policies and plans; and (iii) school mission
and purpose.
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6.5

RECOMMENDATIONS: HIGH PRIORITY ACTIONS
FOR IMPROVING IMPLEMENTATION OF UBE IN PNG

1.1.73 6.5.1

Introduction

The Major Research Question which was addressed by thesis was: What are the
‘best ways’ of improving the implementation of the GOPNG’s educational policy
goal on UBE within the PNGSS?

1.1.74 6.5.2

Developing a Universal Basic Education Policy Improvement

Framework For PNG
On the basis of the research evidence-based developed and tested framework of
IEPIIM for PNG this sub-section now presents a series of Thirteen High Priority
Recommendations and Related Action Items For Improving Implementation of
the GOPNG’s Educational Policy Goal on UBE in PNG.

This study provides a total set of 13 High Priority Basic Recommendations and
Related Action Items. This set of recommendations essentially form the basis for
a UBE Policy Framework as one important sub-component of the adopted
IEPIIM for PNG. The overview summary outline is provided below in Figure 6.4
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Figure: 6.4: Summary Set of 13 High Priority Basic Recommendations and Related
Action Items For Improving Implementation of UBE in PNG
HighPriority
Basic Recommendations
1. UBEas PNGSociety
EducationGoal
1. Macro-Level PNG 2. Sustainable Systemof
Societal Actions
Financing UBE
3. EducationEquity Strategy
4. UBERetention Strategy

2. Department of
Education

3. Provincial Actions
4. School Level
Actions

HighPriority
ActionRecommendations
1.1 GOPNGappoint teamto reviewcurrent UBEpolicies and practices and develop an
overarching UBEPolicy Framework for PNG.
2.1 Reviewall sources and systemof financing UBE.
2.2 Determine options: (i) user-pay; (ii) part state-funded UBE; and (ii) fully state-funded UBE
3.1 Address PNGinequities: (i) population; (ii) poverty; and (iii) remote isolation
4.1 Address out-of-school drop-out factors: (i) poor, average and high retention performing
provinces; and (ii) social inequities.
4.2 Address in-school factors: (i) classroomlearning; and (ii) student discipline.
5. Educational Leadershipand 5.1 Identify and address professional training needs of: (i) systemand school level administers;
(ii) planners; and (iii) inspectors
Management Strategy
6.1 Develop and deliver information about education and UBErelated concepts, aims and goals,
6. EducationInformation
values, policies and plans, and stakeholder roles.
Strategy
7.1 Initiate and implement policies on provision of support for children frompoor and
7. UBEPoverty Strategy
disadvantaged families and communities consistent with Basic Recommendation 1, 2, 3 and 4.
8. UBERemote Rural Strategy 8.1 Initiate and implement policies on provision of support for children fromremote isolated
communities consistent with Basic Recommendations 1, 2, 3 and 4.
9.1 Develop and implement UBEAction Plans at provincial, district and school levels based on
9. UBEPolicy and Planning
the proposed UBEPolicy Framework for PNGand the sub-component Basic
Strategy
Recommendations 1 to 12.
10. UBETeachers and Teaching 10.1 Reviewand implement strategies for improving primary and elementary teachers living and
teaching conditions and image of the teaching profession.
Strategy
11.1 Reviewand implement strategies for improving primary and elementary curriculumand
11. UBECurriculumand
materials production and distribution to schools.
Materials Strategy
12.1
All
provinces, districts, and local level governments identify and fund infrastructure needs
12. UBEInfrastructure Strategy
for primary and elementary schools.
13. School Level UBEStrategy 13.1 All primary and elementary schools be required to develop and produce School UBEAction
Plans consistent with UBEPolicy Framework For PNGand provincial and district UBE
action plans.
13.2 All primary and elementary schools be required to address and improve in-school retention
problems.
13.3 Promote and encourage good parental and community involvement.
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1.1.75 6.5.3

Macro-Level High Priority Recommendations For Improving

Implementation of UBE in PNG
The available evidence gathered in this study strongly suggested that the
achievement of the GOPNG’s educational policy goal on UBE is unlikely to be
occur without gaining a macro-level PNG societal commitments and appropriate
interventions to seriously address and resolve a series of social, political, and
economic

inequities.

Accordingly,

a

set

of

13

High

Priority

Basic

Recommendations together with a series of related Action Items are now provided.
Recommendations 1-4 are at the macro (societal) level, Recommendations 5-11 are
at the PNGDOE Level, whilst the last two Recommendations are at Province level
(Recommendation 12) and School level (Recommendation 13)

1.

Overarching Basic Recommendation: UBE as a Well-Defined
PNG Society Priority Goal

The first and foremost significant finding obtained from this study is that despite
good intentions and substantial efforts by successive national PNG government’s in
placing UBE as a priority goal of education since independence, this priority
generally has lacked clear definition, is least publicized and understood, and has
failed to gain appropriate priority funding and attention by many provinces and
schools throughout the country.
The overarching Basic Recommendation therefore necessitates the critical need to
ensure that strong efforts must be made toward the development and
implementation of a united universal PNG societal strategy to be known as the
Universal Basic Policy Framework For PNG. The effective implementation of this
framework requires the united universal acceptance and commitments by all
education stakeholders toward advancing the GOPNG’s educational policy goal on
UBE throughout the PNG society. This means that all stakeholders must accept
responsibility for, and make a firm unequivocal commitment in, ensuring that all

284

children irrespective of whatever social, cultural, ethnic, religious, political and
economic backgrounds must be enrolled in a school, and to remain and complete
the basic requirements of UBE to be determined by the GOPNG.

1.1

BASIC RECOMMENDATION 1:- COMMITMENT TO UBE: It is
strongly recommended that PNG as a society must universally accept, take
responsibility for, and make a firm unequivocal commitment toward
ensuring that all children are enrolled in a school and remain and complete
the requirements of UBE

1.2

Action Recommendation 1.1: It is strongly recommended that the
GOPNG through the Ministry of Education and PNGDOE in conjunction
with

provinces

and

relevant

and

private

education

stakeholder

representatives to develop A Universal Basic Education Policy
Framework For PNG.
The main aim of this overarching policy framework must be to:
(i)

clearly define and develop the concept and policy on UBE as a
well-defined GOPNG’s priority goal of education ;

(ii)

clearly identify the major impediments blocking the achievement of
UBE in PNG; and

(iii)

provide priority strategies for implementation across the PNG
society and throughout the PNGSS.

2.

Basic Recommendation: A Sustainable Source and System of
Financing UBE

The problems caused by a general lack of adequate sources, systems, control and
accountability of finance was amongst the most commonly revealed problem as
impeding the effective implementation of educational policy and UBE in PNG.
This study further confirmed that the inability of many parents to afford payment of
school fees is amongst the key factors that contributes to the current poor retention
or high drop-out rates especially at lower primary grades and also prevents many
children from being enrolled in school. This is amongst the most serious social and
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economic setbacks that PNG as a society has allowed to continue and must be
addressed as a matter of national priority.

2.1

BASIC RECOMMENDATION 2 :- ADEQUATE FINANCING: It is
strongly recommended that PNG as a society must make a firm unequivocal
commitment to review and provide a more permanent, affordable, and
sustainable Source and System of Financing of UBE in order to effectively
advance and achieve the GOPNG’s long-standing educational policy goal
on UBE in the early twenty-first century.

2.2

Action Recommendation 2.1: It is strongly recommended that the
GOPNG through the Ministry of Education and PNGDOE undertake a
major review of all current sources, systems, control, and accountability
aspects of financing UBE throughout the PNGSS in order to identify the
current strengths and weaknesses, and to determine relevant and
appropriate policy options. The focus of the review should include: (i) all
sources, systems, levels, and adequacy of public financing of UBE; (ii) all
sources, systems, levels, and adequacy of private financing of UBE; (iii)
determine a more realistic and affordable cost of educating a child given
the very diverse PNG school settings; and (iv) provide a range of most
relevant and appropriate financing policy options, strategies, and likely
implications. The options, among others, should include: (i) the current
‘user-pay’ policy, (ii) a tuition fee free UBE’; (iii) a ‘fully state-funded and
supported UBE; (iv) a ‘part state-funded UBE’; and (v) determine
priorities based on macro-level PNG social and economic inequities.

3.

Basic Recommendation 3: An Education Equity Strategy

Although equity is amongst the most important stated goals of education for PNG
the available evidence obtained from this study suggests that this particular policy
is currently omitted by the PNGDOE especially in terms of implementing UBE in
PNG. It is strongly emphasized that unless and until the prevalence of certain
macro-level PNG societal social, economic, and political inequities are addressed
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the achievement of UBE will continue to remain a difficult goal to achieve in the
foreseeable future.

3.1

BASIC RECOMMENDATION 3: It is strongly recommended that PNG
as a society must make a firm unequivocal commitments toward, addressing
and resolving a range of macro-level PNG societal social and economic
inequities which seriously impede implementation of UBE in PNG. These
inequities include aspects of containing and reducing: (i) the current high
population growth rate; (ii) the increasing poverty levels; (iii) the current
poor and disadvantaged populations; and (iv) the basic remote rural needs,
services and opportunities.

3.2

Action Recommendation 3.1: It is recommended that the GOPNG through
the Ministry of Education and PNGDOE in conjunction with other key
legal, financial and social organizations to investigate, develop and
institute An Education Equity Strategy. The main aims of this strategy
must be to: (i) investigate relevant and appropriate ways in which PNG can
address macro-level issues relating to population growth, poverty,
physically and mentally handicapped, and improved service delivery
mechanisms to remote rural populations; (ii) investigate and provide
directions on the legal, financial, political and administrative policies and
mechanisms on aspects of: (i) free and compulsory UBE policies; (ii) the
policies on child’s rights to basic education; and (iii) establish formal
linkages with formal, non-formal, informal, and private systems and
provisions of providing UBE throughout the PNG society.

4.

Basic Recommendation 4: A UBE Retention Strategy

The evidence from this study suggests that “problems of high drop-out rates are
partly caused by out-of-school factors (or home environments and PNG societal
inequities) and partly by in-school factors” (DOE, 2003 and 1991, Avalos, 1993,
Webster, 1993). These factors therefore must be seriously and appropriately
addressed amongst the top priority strategies under the proposed UBE Policy
Framework For PNG.
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4.1

BASIC RECOMMENDATION 4: It is strongly recommended that PNG
as a society must take full responsibility for, and must make a firm united
universal commitment toward, helping to resolve the continuing high dropout rates from lower primary grades. This universal commitment must be
embraced together with the above mentioned Basic and Action
Recommendations 1, 2 and 3.

4.2

Action Recommendation 4.1: It is strongly recommended that the GOPNG
through the provincial governments, PNGDOE, and provincial divisions of
education to develop and implement A UBE Retention Strategy. The main
aims of this strategy should be:
(i)

to

address

those

out-of-school

factors

which

impede

implementation of UBE within the PNGSS which especially are
caused by the PNG social and economic inequities. These issues
must be appropriately addressed using the demographic data on
elementary and primary prep to grade 8 gross enrolment and
retention rates. This strategy would then identify: (i) the poor,
average, and high levels of performing provinces and the specific
problems faced within these provinces; and (ii) ensure that priority
action is given to the poor performing provinces followed by those
average and high performing provinces consistent with the above
Basic and Action Recommendations 1, 2, and 3.
(ii)

to address those in-school factors in which the PNGDOE seriously
investigates and institutes the following most important policy
options which were identified by the PNG educators for improving
UBE in PNG. These options were: (i) review and improve automatic
promotion policy; (ii) streaming policy; (iii) policy for intellectually
gifted and bright children; (iv) merit scholarships for females; (v)
implement correct pupil teacher ratios; and (vi) shift teaching policy
especially in urban areas.
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5.

Basic Recommendation 5: An Educational Leadership and
Management Strategy

The problem of a general lack of, or an inadequate leadership and management
capacity, within the PNGSS was consistently confirmed in this study amongst the
major impediments in implementing educational policy and UBE in PNG.

5.1

BASIC RECOMMENDATION 5: It is recommended that the PNGDOE
in collaboration with provincial divisions of education must make a
concerted effort for improving aspects of educational leadership and
management capacity of key senior administrative, planning, and
supervisory officials at national, provincial, district and school levels.

5.2

Action Recommendation 5.1: It is strongly recommended that the
PNGDOE develops and implements a program of Educational Leadership
and Management Strategy as part of the UBE Policy Framework for PNG.
The main aim of this strategy must be to identify the relevant and
appropriate leadership and management training needs of, and develop and
mount a series of short, medium, and long range professional development
programs for key senior administrative, planning, supervisory, and district
and school level administrators.

6.

Basic Recommendation: An Education Information Strategy

The general lack of knowledge and information about education and UBE related
concepts, aims, goals, values and policies together with lack of awareness about
parents and community roles and responsibilities in the education process were
consistently confirmed amongst the key impediments of implementing UBE in
PNG.

6.1

BASIC RECOMMENDATION 6: It is recommended that the PNGDOE
must take full responsibility for addressing and improving issues regarding
policy information and advocacy roles and functions in order to develop,
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produce, and disseminate relevant knowledge and information about the
benefits of UBE throughout the country.
6.2

Action Recommendations 6.1: It is recommended that the PNGDOE
develop and implement an Education Information Strategy. The main aim
of this strategy must be to write, produce, and disseminate relevant
knowledge and information about the benefits of UBE. This strategy must
be undertaken in close collaboration with, and making effective use of, all
training providers, media organizations, churches and NGO advocacy
groups.

7.

Basic Recommendation: An Education Poverty Strategy

This study consistently confirmed that issues related to poverty and related
disabilities were amongst the key impediments for achieving UBE in PNG. Poverty
and disadvantaged related issues include enduring hardships such as physical
disability, orphanage, economic hardships, and remote isolated communities.

7.1

BASIC RECOMMENDATION 7: It is recommended that PNGDOE
work in close collaboration with PDOE and church and charity
organizations to determine ways in which to provide provision of support
for children who are faced with complex and enduring hardship problems

7.2

Action Recommendation 7.1: It is recommended that the PNGDOE
develop and implement, as a sub-component of the Education Equity
Strategy, a Poverty Support Strategy. The main aim of this strategy must be
to provide provision of support for children who are faced with complex
and enduring hardships such as physical disability, orphanage, economic
poverty, and remote isolated communities.

8.

Basic Recommendation: A Remote Rural Education Strategy

This study consistently confirmed that “about 25% of PNG’s population, largely
from remote isolated communities, have had no access to basic school and
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schooling” (DOE, 1997 and 1991), and that the issues related to remote rural
isolation, were amongst the key impediments of achieving UBE in PNG.

8.1

BASIC RECOMMENDATION 8: It is strongly recommended that the
PNGDOE in close collaboration with TSC, PDOE, church education
agencies, NGOs and private education providers to determine relevant and
appropriate ways of providing basic education services to the remote
isolated communities throughout PNG.

8.2

Action Recommendation 8.1: It is strongly recommended that PNGDOE
in close collaboration with all relevant education stakeholders develop and
implement An Remote Rural Education Strategy The main aim must be to
identify and address the most appropriate ways of delivering basic
education services to the remote rural communities throughout the PNG
society. Some of the most important actions which emerged from the key
categories of findings from this study were the critical need to: (i) establish
village based elementary schools; (ii) establish boarding primary schools in
selected remote rural locations; (iii) provision of teacher materials support;
(iv) a scheme in selecting and training of remote rural teachers; (v)
increase remote teaching allowance; and (vi) provision of a fully statefunded UBE support for designated remote isolated communities.

9.

Basic Recommendation: A UBE Policy and Planning
Strategy

The issues related to a general lack of policy and planning capacity including
inability to obtain, store, and produce accurate and up-dated education related data
were amongst the key impediments in implementing educational policy and UBE
in PNG.

9.1

BASIC RECOMMENDATION 9: It is recommended that the PNGDOE
intensifies its current and ongoing efforts to improve educational policy and
planning capacity within the PNGSS.
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9.2

Action Recommendation 9.1: It is recommended that the PNGDOE
develops and implements a program of UBE Policy and Planning Strategy
as an important sub-component of the UBE Policy Framework For PNG.
This strategy should be designed and developed consistent with this total set
of 12 Basic Recommendations and related Action Items.

10.

Basic Recommendation: A Strategy For Improving Primary
and Elementary Teachers

The evidence from this study confirmed that primary and elementary teachers in
PNG are faced with some of the most diverse, complex and enduring conditions in
which they live and work. The teachers were particularly concerned about the
general deteriorating and poor state of basic infrastructure, building and facilities
and the general lack of support and provision of teaching materials and equipment
and staff development and upgrading opportunities.

10.1

BASIC RECOMMENDATION 10: It is recommended that the PNGDOE
in close collaboration with the TSC, provincial divisions of education and
teacher education institutions determine relevant and appropriate ways in
which to improve both the living conditions of primary and elementary
teachers and the current systems and processes of selecting, training, and
upgrading their knowledge and skills.

10.2

Action Recommendation 10.1: it is recommended that the PNGDOE in
close collaboration with the TSC and the PDOE to develop and implement
A Strategy For Improving the Capacity of Primary and Elementary
Teachers as a sub-component of the UBE Policy Framework For PNG.
The main aim of this strategy must be to review and determine relevant
ways of improving the following critical aspects of the work of primary and
elementary teachers: (i) the teaching and living conditions of teachers; (ii)
the image of the teacher and the teaching profession; (iii) the selection and
institutionalized training of elementary teachers; and (iv) staff development
and upgrading of teachers’ knowledge and skills.
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11.

Basic Recommendation: A Strategy For UBE Curriculum
and Materials

The problems of general lack of curriculum and teaching materials and equipment
were amongst the most important factors identified as impeding the delivery of
teaching and learning in the sampled primary and elementary schools in PNG.

11.1

BASIC RECOMMENDATION 11: It is recommended that the PNGDOE
review and improve the current systems and processes for the development,
production, and timely delivery of the reform based primary and elementary
curriculum contents and the related teaching materials and equipment to
schools.

11.2

Basic Recommendation 11.1: It is recommended that the PNGDOE
develops and implements A Strategy For UBE Curriculum and Materials
as an important sub-component of the UBE Policy Framework For PNG.
The main aim of this strategy must be to review existing curriculum and
materials related policies and practices and determine improvement options
and strategies. Some of the most important policy options which emerged
from this thesis study included: (i) enhance teaching of vernacular and
culture curriculum especially in elementary schools; (ii) institute a
compulsory literacy program; and (iii) teaching of guidance and counseling
especially in primary schools.

1.1.76 6.5.4

Provincial Education: High Priority Recommended Actions For

Improving Implementation of UBE in PNG
The success of implementing the proposed UBE Policy Framework For PNG
depends on gaining the full and unequivocal acceptance and commitments of all
provincial, district, district, and local levels of governments throughout the PNG
society. These institutions are the key stakeholders who are currently empowered
under the OLPGLLG (1995) for the administration, financing, and delivery of all
aspects of UBE, except matters related to curriculum, inspections and teacher
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education which remain national government functions. Because of these, the
provincial education authorities must be fully engaged in determining and framing
of all the above Basic Recommendations and related Action Recommendation
Items. It is within these contexts that the following provincial education related
recommendations are now addressed.

12.

Basic Recommendation: A Strategy For UBE Infrastructure

The problems of general lack of and the poor and deteriorating state of existing
infrastructure, buildings and facilities were amongst the most important factors
blocking the effective implementation of UBE in PNG. Under the decentralized
education system provincial, districts and local level governments are responsible
for financing, budgeting, and expenditures on the maintenance and development of
school infrastructure, buildings, facilities and equipment.

12.1

BASIC RECOMMENDATION 12: It is strongly recommended that all
provincial governments through their respective PDOE and district
education accept a clear responsibility to effectively plan, budget, and
expedite relevant and related UBE infrastructure needs for primary and
elementary schools within their jurisdictions and consistent with the
proposed UBE Policy Framework for PNG.

12.2

Action Recommendation 12.1: It is recommended that the PNGDOE in
close consultation with the provincial divisions of education develop a UBE
Infrastructure Strategy consistent with the proposed UBE Policy
Framework for PNG. The main aim of this strategy must be geared towards
addressing the basic infrastructure needs in the further expansion of the
elementary and primary systems of education especially in those remote
isolated communities in PNG. These include the establishment of: (i)
village-based elementary schools; (ii) central primary boarding schools;
and (iii) libraries for central boarding primary schools.
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1.1.77 6.5.5

School

Level:

Recommended

Actions

For

Improving

Implementation of UBE in PNG

The evidence gathered in this thesis strongly suggests high levels of differences of
opinion between the national PNG education administrators and teachers which
therefore implies that school level implementation and improvement issues can
only be more effectively addressed and determined at the school level. This thesis
therefore emphasizes the strategy of strengthening the aspects of ‘bottom-up
planning approach’ as the most logical way of effectively improving the
implementation of related UBE aspects at the school level.

13.

Basic Recommendation: A School Level UBE Policy Strategy

This thesis strongly emphasizes the critical need to provide high level priority
focus on improving aspects of school level leadership, classroom teaching and
learning, and living and working conditions of primary and elementary teachers.
Failure to address these will have negative consequences on any future efforts to
achieve those many important aspects of UBE at the school level.
13.1

BASIC RECOMMENDATION 13: It is recommended that the PNGDOE
work closely with provincial divisions of education and district education to
ensure that those identified critical aspects of UBE at the school level are
given high level priority attention consistent with the proposed UBE Policy
Framework for PNG.

13.2

Action Recommendation 13.1: It is recommended that the PNGDOE in
collaboration with PDOE and district education assist primary and
elementary schools in the design and development of a School Level UBE
Policy Strategy consistent with the proposed UBE Policy Framework for
PNG and its associated action recommendation items. Amongst the most
important aspects to be included are to: (i) develop and implement clear
UBE policies and plans in which the main components must include: (ii)
enrolment policies and plans; (iii) school mission and purpose; (iv) student
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discipline; (v) roles and functions of school boards; (vi) roles and
involvement of parents and local communities in the education process; and
(vii) promote values of good school and community relationships.

6.6

IMPLICATIONS FOR EDUCATIONAL POLICY
RESEARCH AND PRACTICE

This thesis clearly demonstrates the testing and development of a comprehensive
empirical and evidence-based theoretical model of IEPIIRP for a developing
country context and in particular the PNG education settings. Confronted with
some of the most diverse and difficult PNG settings within which educational
policy is implemented in PNG this thesis provides for the first time a PNG
education system-wide study addressing the critical and long-standing issue of
UBE.
Grounded within the multiparadigm perspectives in combining research design
elements of a chosen Two-Phased Mixed-Methods Inquiry Strategy this thesis
builds on a certain adopted policy model which effectively combines prospective
(or futures) oriented actions with retrospective (or past and current) actions. This
effectively means that future policy improvement actions can only be successfully
implemented if they are based on past and current knowledge and experiences.
The following are some of the more specific and compelling implications that have
emerged from the overall design and conduct of this large and comprehensive
study.
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1.1.78 6.6.1

Implications

for

Conceptualising

Educational

Policy

on

Universal Basic Education in PNG
This study adopted the particular meaning of the term educational policy as
generally focusing on aspects of educational organizations and schools. However,
within this broad scope, this thesis focused only on one important component of the
GOPNG’s educational policy goal on UBE which represents the BES component
of the PNGNES. There are other important components of educational policy such
as secondary, vocational and technical, and tertiary systems of education that are
important areas for future studies on educational policy in PNG.
In addition, this study adopted a particularly formal definition of the concept of
UBE as the provision of 9 years of basic education for all children aged 6 to 14
years old through 3 years of elementary and 6 years of primary levels of education
within the basic education system component of the PNGES. The study in
particular focused on the UBE related concepts, aims and goals, policies, strategies,
implementation problems and issues, and improvement propositions and action
strategies. It is important therefore that future studies on UBE should focus on: (i)
both the formal, informal, and non-formal aspects of UBE; and (ii) the contents and
quality aspects of classroom teaching and learning including related inputs such as
teachers and teaching, curriculum and materials, and evaluation of teaching
performance and outcomes.

1.1.79 6.6.2

Implications for an Integrated Theory of Educational Policy on

Universal Basic Education in PNG
This thesis has tested, developed and now provides a unique research-based model
of IEPIIRP for PNG particularly involving the issue of implementing and
improving the GOPNG’s policy goal on UBE. The tested model in particular
recreated aspects of policy analysis in which the study has drawn from and
combined multiple concepts, theories, methods, and perspectives from different
disciplines. This scope was further expanded by drawing on related literature on
chosen aspects of educational policy and UBE from developing countries in which
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the review revealed a significant range of future UBE improvement policy
initiatives and strategies.
This thesis provides a comprehensive theoretical framework in integrating both a
problem-finding and problem-solving approach- especially in relation to
implementation and improvement of UBE in PNG. This conceptual model has been
shown in this study to provide knowledge which can be replicated in similar
educational policy studies.

1.1.80 6.6.3

Implications for Design of Two-Phased Mixed-Methods Inquiry

Strategy
This thesis constitutes a large PNG education system-wide study which was
designed and conducted through a Two-Phased Mixed-Methods Inquiry Strategy.
Unlike simpler single phase qualitative and quantitative studies for which there is
comprehensive literature. The literature however on “two-phased mixed-methods
inquiry strategy remains largely uncharted” (Creswell, 2003 and 1994, Greene et
al., 1989).
Consequently, this thesis has drawn from, and built on the chosen design elements
of Dunn’s (2003 and 1994) suggested model of Integrated Policy Analysis Process,
to provide a current example of a tested two-phase mix-mode research process. In
addition, the adopted sampling design which comprised of was costly and
depended upon the availability of secured funding and resources. It was also
confirmed that the face-to-face field-study methodology was an important strategy
in accomplishing positive levels of responses from practising PNG educators’
groups. Without secured funding and resources it certainly would be difficult to
replicate this study especially within the PNG education contexts.
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1.1.81 6.6.4

Implications for Improving Educational Policy and Practice

The ultimate purpose of this thesis was to improve a particularly important and
long-standing problem of implementing the GOPNG’s educational policy goal on
UBE. Consequently, the thesis has provided a total set of 13 Priority
Recommendations and related Action Recommendation Items which together
comprise the recommended evidenced-based framework of IEPIIM for PNG.

1.1.82 6.6.5

Suggestions For Further Research

This study has not been able to cover a number of aspects of the very complex set
of issues related to implementing UBE across the whole of the PNGNES. It is
therefore acknowledged that this study has the following limitations which could
be addressed by further research:1.

A Focus on Content and Quality Aspects of UBE: within the time and
resources available this thesis was only able to focus on the chosen aspects
of the implementation and improvement of educational policy and UBE
related concepts, aims and goals, policies, and problems and issues. This
already large and complex study has omitted some of the important aspects
of UBE, such as the contents and quality aspects of classroom teaching and
learning. These aspects certainly provide important areas for further study.

2.

A Focus on Informal, Non-Formal and Private Systems and Processes
of UBE. This study focused mainly on the formal concept of UBE provided
by the GOPNG related agencies- which was based on the existing BES
component of the PNGNES. Other important aspects of UBE within PNG
which were usually provided through informal, non-formal and private
systems and processes of basic education could not be included within the
available time and resources for this already large and complex thesis study.
These aspects also provide important areas for further study.
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In addition, the design and conduct of the Phase-2 component of this thesis was
seriously affected by certain macro-level PNG events and conditions. Accordingly
it is recommended that further studies should explore a wider sample of teachers to
obtain school level responses which are more representative of the 20 PNG
provinces.
Finally, this study opened up the important issue that its results confirmed that
different Province level practices achieved different levels of UBE related
outcomes, and also established that the highest level of actual UBE implementation
achievement was in provinces in which free access to public education was NOT
provided. Accordingly, a fruitful area for future research is to focus studies at the
province level to investigate more closely how educational policies and practices at
this level produce more effective educational outcomes

6.7. CONCLUSION
This thesis developed a credible educational policy model for improving UBE in a
developing country such as PNG, which is coherent, research evidence-based and
clearly demonstrates: that an effective model of educational policy needs to contain
both proactive (or futures) oriented policy actions combined with reactive (or
improvement of current systems and practices) policy actions.
Future improvements in UBE can now be based on a set of a strong evidence-based
findings of the recommended proactive future policies with implementation
priorities based on the reactions of the national, provincial, and school levels of
educators concerned with their implementation.
Current improvements in UBE can also now be based on a set of strong evidencebased findings of the recommended reactive (or current improvement) actions with
implementation priorities based on the reactions of the national, provincial and
school level educators who will need to implement them.
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Accordingly, the overall findings of the study provide comprehensive and
insightful sets of knowledge about the required UBE improvement actions for both
futures oriented improvements and the improvements required from current
practices-with both sets of improvement actions based on the views of the policy
makers and practitioners who would be responsible for implementing them.
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PHASE-ONE: PILOT STUDY SURVEY QUESTIONNAIRE FOR CURRENT AND PAST
PROBLEMS AND PERFORMANCES IN IMPLEMENTING UBE IN PNG

1.
About This Study
This survey questionnaire is designed to seek the views of practicing PNG educators about the
implementation of the present policies and practices regarding the National PNG Government’s
educational policy goal on Universal Basic Education (UBE) within the PNG school system. The
Questionnaire is divided into a number of key parts which represent a range of important chosen
aspects of UBE related concepts, aims and goals, policies and implementation strategies and
issues. It includes a range of open-ended and closed response questions and statements which
require the participants to either tick, and/or, write short responses in the spaces provided. All
responses are important and will be handled with strict confidence.

2.

About Personal Details

All information you provide in this study will be kept strictly confidential and will only be used for the
purposes of this study. In order to maintain anonymity no names shall be used, except for the
following details which will be needed to analyse and compare the obtained results between the
different respondent groups. Please place a Tick for your current job in the appropriate box in 2.1
below and write the name of the province and school in columns 2.2 and 2.3.
2.1: My Current Job Is: Please Tick
the appropriate box.

Tick

2.2 My Province of Work:
(Write Name of Province)

2.3: School Where I
Teach: (Write Name of
School)

1. National Education Administrator
2. Provincial Education Administrator
3. Primary Teacher
4. Elementary Teacher

3.

About Your Views on Problems of Implementing Education Policy on UBE
Within the PNG School System.

Achievement of UBE is the number one policy goal of the national PNG government under the
current education reforms. The term ‘universal basic education’ means providing provision of 9
years of basic education for all children aged 6 to 14 years old spanning 3 years of Elementary prep
to grade 2 and 6 years of Primary grades 3 to 8. The establishment of new elementary schools and
the ‘topping-up’ of primary schools were the current strategies employed in efforts to achieve UBE
across the PNG school system.
What are the main obstacles that prevent achievement of UBE? In the space
provided below list at least three (3) main problems that prevent the effective
implementation of UBE in PNG.
(i).______________________________________________________________________________
________________________________________________________________________________
(ii)._____________________________________________________________________________
________________________________________________________________________________
(iii)._____________________________________________________________________________
_______________________________________________________________________________
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What are the best ways in which implementation of UBE can be improved? In
the space provided below list at least three (3) important ways in which the implementation
of UBE can be improved within the PNG school system.
(i).______________________________________________________________________________
_______________________________________________________________________________
(ii)._____________________________________________________________________________
________________________________________________________________________________
(iii)._____________________________________________________________________________
________________________________________________________________________________
To what extent is the concept and aims and goals of UBE are understood and
practiced within the PNG school system?
The Education Reform Policy on UBE also previously referred to as Universal Primary Education
(UPE) has been a stated policy goal of successive governments since independence in 1975. Since
then the target dates however have been revised a number of times with the latest being year 2004.
To what extent do you think is the concept, aims and goals and policies on UBE understood and
practiced within the PNG school system? In the Columns (5 = Most Important, 4 = Important, 3
= Not Sure, 2 = Not Important and 1 = Least Important) below place a TICK in the box which best
represents your views and experiences about UBE.

4.

5

4

3

2

1

1. Importance of UBE as a priority goal of education
2. Understanding of the meaning of UBE
3. Understanding of the aims and goals of UBE
4. What is your own view about current policy on UBE
5. Level of support given to achieve UBE by provinces

5.

About Your Views on Levels and Adequacy of Implementing UBE Within the PNG
School System

The implementation of various stated UBE policies and practices have been done on the basis of the
decentralized roles and responsibilities of education functions at national, provincial, district and local
school levels. What are your views about the current levels and adequacy of implementing the
following UBE policies and practices at each level. In the Columns (5 = Most Important, 4 =
Important, 3 = Not Sure, 2 = Not Important and 1 = Least Important) below place a TICK in the
box which best represents your views and experiences.
Educational Management Aspects of UBE
1. Adequacy of provincial source of financing UBE
2. Adequacy of provincial education board fee limits
3. Level of support for UBE in provinces
4. Awareness of district and local level government roles
5. Adequacy of support from district education officials
6. Adequacy of support from local level governments
7. Level of community involvement in school
8. Community support in kind and cash
9. Role of local churches in schools
10. Provision of land
11. Adequacy of parental support and involvement in school
12. Level of parental interest in child’s schooling

5

4

3

2

1
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6.
About You View on Roles and Performances of School Boards
The boards of management of schools play an important role in making and implementing related
UBE policies and practices. How well do you think the boards know about and perform their roles in
the effective operations of schools? In the Columns (5 = Most Important, 4 = Important, 3 = Not
Sure, 2 = Not Important and 1 = Least Important) below place a TICK in the box which best
represents your views and experiences.
Policy Items on Roles of School Boards
1. Awareness of role of elementary school boards
2. Awareness of role of primary school boards
3. Develop and implement school plans
4. Adequacy of school infrastructure and maintenance
5. Adequacy of board meetings
6. Adequacy in managing school finances
7. Efforts to promote school ethos
8. Provision of security for school
9. Efforts to monitor student discipline in school

5

4

3

2

1

About Your Views on Management and Coordination Aspects of UBE
Under the education reform program certain key positions such as elementary coordinators and
trainers, education reform coordinators, education planners, and primary inspectors were created to
generally oversee the management, coordination and supervision of elementary and primary policies
and practices. How would you rate the level of performance in implementing the following policies
and practices? In the Columns (5 = Most Important, 4 = Important, 3 = Not Sure, 2 = Not
Important and 1 = Least Important) below place a TICK in the box which best represents your
views and experiences.

7.

Education Management Aspects of UBE
1. Understanding of elementary aims and policies
2. Level of elementary coordination at the provincial level
3. Adequacy of elementary supervision by elem. trainers
4. Adequacy of primary inspection visits to schools
5. Adequacy of supervision of teachers in primary schools

8.

5

4

3

2

1

About Current Systems and Sources of Financing Education and UBE

Education is a high cost activity and is regarded both as a private and a social investment that is
shared between individual students, their families, employers, government, churches and other
groups including international donor agencies.
How would you generally rate the effectiveness of the present shared funding
arrangements especially in terms of implementing UBE in PNG? In the Columns (5 =
Most Important, 4 = Important, 3 = Not Sure, 2 = Not Important and 1 = Least
Important) below place a TICK in the box which best represents your views and
experiences.

316

Education Finance Related Items
1. Level of knowledge about managing education finances
2. Adequacy of sources of financing UBE including:
2.1 Adequacy of imposed school fee limits
2.2 Adequacy of provincial education grants
2.3 Adequacy of local level government grants and fees
2.4 Adequacy of national government education subsidy
2.4 Adequacy of donor supported projects
2.5 Extent of self-reliance sources in supporting schools

5

4

3

2

1

Levels and Adequacy of Current School Fee Policy
In order to streamline policies on school fees imposed by various provincial education boards and
education agencies within the PNG school system the National Education Board usually has
determined the minimum criteria within which maximum and minimum fee limits that need to be
charged to parents and the operating guidelines and procedures. How would you rate the levels and
adequacy of the current school fee policy? In the Columns (5 = Most Important, 4 = Important, 3
= Not Sure, 2 = Not Important and 1 = Least Important) below place a TICK in the box which best
represents your views and experiences.
School Fee Policy Items
1. Level of support for school fee policy
2. Parents ability to afford and pay school fees
3. Adequacy of policy guidelines to manage school fees
4. Problems of school fees deter children from entry to school
5. Problems of school fees cause children to drop out of school

5

4

3

2

1

Levels and Adequacy of Current National Education Subsidy Policy
Because of the economic hardships faced by parents the National PNG Government in recent years
had generously provided approximately PGK60.0 million annually toward funding its National
Education Subsidy Policy. How would rate the current levels and adequacy of the criteria used, and
the proper accountability of, the subsidy funds? In the Columns (5 = Most Important, 4 =
Important, 3 = Not Sure, 2 = Not Important and 1 = Least Important) below place a TICK in the
box which best represents your views and experiences.
National Education Subsidy Policy Items

5

4

3

2

1

1. Adequacy of national education subsidy policy
2. Adequacy of subsidy toward supporting UBE in schools
3. Adequacy of subsidy criteria for elementary schools
4. Adequacy of subsidy criteria for primary schools
5. Level of support for direct payment of subsidies to schools
6. Proper budgeting and accountability of subsidy funds

9.

Implementing Primary Education Policies and Practices
A series of specific policies and targets for implementing the primary education component
of the education reforms were documented through the National Education Plan (NEP)
1995-2004.
List at least 3 successful current primary education policies and practices that you
have experienced in the space provided below.
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(i).______________________________________________________________________________
____________________________________________________________________________
(ii)._____________________________________________________________________________
____________________________________________________________________________
(iii)._____________________________________________________________________________
____________________________________________________________________________
List at 3 least successful primary education policies and practices that you have
experienced in the space provided below.
(i).______________________________________________________________________________
___________________________________________________________________________
(ii)._____________________________________________________________________________
____________________________________________________________________________
(iii)._____________________________________________________________________________
____________________________________________________________________________
How would you rate the level of performances in implementing the following
National Education Plan 1995-2004 stated primary education policies practices? In the
Columns (5 = Most Important, 4 = Important, 3 = Not Sure, 2 = Not Important and 1 =
Least Important) below place a TICK in the box which best represents your views and
experiences.
Primary Education Policy Items

5

4

3

2

1

1. Observed community adjustment by grade 8 leavers
2. Importance of females to complete grade 8 education
3. Observed adjustment of female grade 8 leavers
4. Understanding importance of primary education
5. Policy on UBE to primary grade 8
6. Policy on the ‘top-up’ primary system
7. Observed adequacy of primary teaching
8. Diploma trained teachers cope with grades 7/8 teaching
8. Primary grades 7/8 same as high school grades 7/8

10.
Implementing Elementary Education Policies and Practices
A series of specific policies and targets for implementing the elementary education
component of the education reforms were documented through the National Education Plan
(NEP) 1995-2004.
10.1

List at least 3 successful current elementary education policies and practices that you
have experienced in the space provided below.
(i).______________________________________________________________________________
____________________________________________________________________________
(ii)._____________________________________________________________________________
___________________________________________________________________________
(iii)._____________________________________________________________________________
____________________________________________________________________________
10.2

List at 3 least successful elementary education policies and practices that you have
experienced in the space provided below.
(i).______________________________________________________________________________
____________________________________________________________________________
(ii)._____________________________________________________________________________
___________________________________________________________________________
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(iii)._____________________________________________________________________________
____________________________________________________________________________
10.3

How would you rate the level of performances in implementing the following National
Education Plan 1995-2004 stated elementary education policies practices? In the Columns
(5 = Most Important, 4 = Important, 3 = Not Sure, 2 = Not Important and 1 = Least
Important) below place a TICK in the box which best represents your views and
experiences.
Elementary Education Policy Items

5

4

3

2

1

1. Attitudes in student’s attendance to school
2. Attitudes towards vernacular learning
3. Importance of the new elementary education system
4. Importance of the 3-year elementary system
5. Policy on elementary entry at age 6
6. Policy on 4 hours formal teaching each day
7. Policy on vernacular learning in school
8. Policy on criteria for elementary teacher selection
9. Adequacy of 3-year mixed-mode elementary training
10. Policy on the elementary pupil/teacher ratio
11. Policy on multi-grade teaching
12. Observed adequacy of elementary teaching
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ATTACHMENT 5
University of Wollongong
Faculty of Education

EDUCATIONAL POLICY ISSUES IN PAPUA NEW GUINEA:
Implementing Universal Basic Education in the
Early Twenty-First Century.
PROPOSITIONS FOR IMPROVING UNIVERSAL BASIC EDUCATION
SURVEY RESEARCH QUESTIONNAIRE

Thank you for agreeing to take part in this unique research project.
This questionnaire builds on the early interviews and survey questionnaire already completed
by key senior education executives, inspectors, and teachers on important issues and
propositions regarding universal basic education (UBE). The questionnaire is designed to gain
your views about how best to improve the focus and implementation of UBE within the Papua
New Guinea (PNG) school system. For the purpose of this questionnaire, universal basic
education, is defined as providing a basic Elementary (Elementary Prep to E2) and Primary
(grades 3 to 8) education for all children from ages 6 to 14.
The survey questionnaire is designed in Three Parts and should take 20 – 25 minutes to
complete.
In Part One, there is a list of some of the main problems why children are excluded from
schools. This list requires you to rate which of the problems are the most important through to
those which are not important at all using a 5 point rating scale.
Part Two provides Three Sets of Propositions for Improving UBE based on:
(1) Propositions for Access to Rural Remote Aspects;
(2) Propositions for Retention Aspects; and
(3) Propositions for Leadership and Management Aspects.
For each set of propositions you are asked to do two things. These are to:
(1) rate a series of statements about possible ways of improving the planning and delivery of
UBE; and
(2) provide a ranking of the TOP 5 THINGS that should be done to implement the rural
remote access, retention, and leadership and management aspects of improving UBE.
In Part Three, you are required to list YOUR TOP 5 ACTION PROPOSALS to improve UBE.
Please read the information carefully before you proceed to complete each section and return
your completed survey form through the Curriculum Reform Implementation Project
(CRIP) Impact Study Research Team members upon their departure from your
school/province.
For further information about this survey questionnaire or the research project in general I
can be reached at the following contact addresses: P. Koro, 45/2 Irvine Street,
GWYNNEVILLE/WOLLONGONG, NSW 2500, AUSTRALIA, or Ph. (61 2) 4228 1321, or
Fax: (61 2) 4221 4657, or Email: pk68@uow.edu.au.
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RESPONDENT DETAILS: This information you provide is highly confidential between
you and the Researcher only. It is to be used strictly by the Researcher to make statistical
analysis and to compare results between different groups of respondents without the use of
names. No names of respondents are required.
1.My present job is:………. (Tick the most appropriate box).
National Senior Education Official................
Provincial Senior Education Official......
Primary Inspector...........................................
Elementary Inspector/Coordinator..................
District Education Administrator...................
Primary Principal............................................
Primary Teacher.............................................
Elementary Teacher.......................................
Other: ..................................................................... (please write what your present job is in the space provided)
2. To be completed only by respondents from provinces and schools:
(2.1): At present I work in: ----------Province. (2.2): I teach in: ----------School

PART ONE: REASONS WHY CHILDREN ARE EXCLUDED FROM
SCHOOLS
1.1. A list of some of the major problems causing children to be excluded from schools and
the reasons why a large number continue to drop-out between grades 1 to 6 are given in the
table below. From the list below in COLUMN A, tick only one box (from 1 to 5) that
most represents your true views about each of these problems based on the following
rating: (5 = Most Important; 4 = Important; 3 = No opinion; 2 = Some What
Important; and 1 = Not Important at All).
COLUMN A

NATION-WIDE PROBLEMS PREVENTING

1

2

3

4

IMPLEMENTATION
OF UBE
1. PNG’s high population growth rate is proving difficult for the school
system to adequately accommodate.
2.1. Free UBE is financially not feasible in PNG.
2.2. Free UBE is difficult to administer within the school system.
3.1. Compulsory UBE is financially not feasible in PNG
3.2. Compulsory UBE is difficult to administer within the school system.
4.1. Children drop out of school in grades 1 & 2 because of lack of ability to
pay school fees.
4.2. Children drop out of schools from grades 3 to 6 because of lack of ability
to pay school fees.
5. A law should be passed to recognise children’s rights to education.
6. Parents are reluctant to send their children to school because they do not
see the importance of basic education.
7. Problems of law and order prevent children from continuing in school.
8. Land problems affect most schools from further improvement.
9. Parents take children out of school to assist with household work.
10. In order to implement UBE policies successfully there needs to be more
information and awareness to all stakeholders.
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5

11. Future policies should give priority to assist the poor, orphaned and the
disadvantaged populations.
12. Education is not seen as related to wage employment.
13. Schools can enrol and retain children to complete school, if principals and
school boards, establish good relationships with the community.
14. Schools can retain more children to complete school, if teachers,
challenge and motivate the abilities of individual children.

PART TWO: PROPOSITIONS FOR IMPROVING UBE IN THE NEAR FUTURE

The current Government of PNG’s education reform policy is to achieve access, equity,
retention, relevance, quality and cost-effectiveness of education provision. From the
nation-wide problems given above, the following is a list of some policy propositions
about how to improve UBE. You are asked to deal with Three Sets of Propositions for
Improving UBE. In COLUMN A of the 3 tables following, there are proposition
statements for improving UBE. You are asked to do TWO TASKS against each statement.
TASK ONE:
USING COLUMN B: Please rate each statement using the same logic as in question (1.0),
that is, place a TICK in the BOX of how IMPORTANT you consider each statement is
along the Scale Measure of:
5 = MOST IMPORTANT, 4 = IMPORTANT, 3 = NO OPINION, 2 = NOT IMPORTANT,
1 = UNIMPORTANT

TASK TWO:
USING COLUMN C: Please select the TOP 5 STATEMENTS and RANK them in order
of IMPORTANCE FOR ACTION in improving UBE. Write the Numbers 1 to 5
following:
5 = MOST IMPORTANT
1 = LEAST
IMPORTANT

SECTION A: PROPOSITIONS FOR RURAL REMOTE ASPECTS TO IMPROVE
UBE
About 85% of PNG’s population live and survive on their land in rural remote parts of the
country. Meeting their basic education needs is an important mission for the PNG school
system.
In COLUMN A of the table below, there is a list of propositions for improving UBE
in rural remote areas. In COLUMN B, please Rate on a Scale of 1
(UNIMPORTANT) to 5 (MOST IMPORTANT) by ticking the most appropriate
box. In COLUMN C, please Rank your TOP 5 order of IMPORTANT ACTIONS
by writing the figures 1 (LEAST IMPORTANT) to 5 (MOST IMPORTANT)
against the Top 5 Propositions in Column A.
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COLUMN A:

COLUMN B:
RATE THE IMPORTANCE
OF EACH STATEMENT
ON A SCALE 1 TO 5

PROPOSITION STATEMENTS FOR RURAL REMOTE
ASPECTS TO IMPROVE UBE

1

2

3

4

COLUMN
C
Rank Top
5 Order of
Importanc
e

5

1. Education reform priorities should be focused on improving the
needs of rural remote populations.
2. Establish village elementary schools.
3. Establish central boarding schools.
4. Establish community-based vocational schools.
5. All schools in remote locations offering UBE be full State
supported.
6. All schools in remote locations offering UBE be part State and part
community supported.
7. Provide subsidies for Churches providing UBE in remote areas.
8. Encourage greater role for Churches & NGOs in UBE.
9. Provide merit scholarships to bright children for higher level
studies.
10. Provide poverty funds to remote schools to support children of
poor families to enrol and complete school.
11. Provide disadvantaged funds to schools to improve living
conditions of teachers and for materials support.
12. Provide scholarships for females to complete upper primary and
secondary education.
13. Provide forms of transport to children living more than 2
kilometers away from school.
14. Increase remote teaching allowances for teachers.
15. Give priority for teacher selections to students willing to take up
remote teaching.

SECTION B: PROPOSITIONS FOR RETENTION ASPECTS TO IMPROVE UBE
It is an important aim of the education reforms to ensure that all children must remain in
school and complete basic schooling to grade 8 level. Despite this however many children
continue to drop-out of school between grades 1 to 6. This problem therefore needs to be
addressed at all levels of the PNG school system.
2.2. In COLUMN A of the table below, there are propositions for retention aspects of
improving UBE. In COLUMN B, please Rate on a Scale of 1 (UNIMPORTANT) to 5
(MOST IMPORTANT) by ticking the most appropriate box. In COLUMN C, please
Rank your TOP 5 order of IMPORTANT ACTIONS by writing the figures 1 (LEAST
IMPORTANT) to 5 (MOST IMPORTANT) against the Top 5 Propositions in Column A.
COLUMN A
PROPOSITION STATEMENTS FOR RETENTION ASPECTS TO IMPROVE
UBE

COLUMN B
RATE THE IMPORTANCE OF EACH
STATEMENT ON A SCALE OF 1 TO 5.

1

2

3

4

COLUMN C
Rank Top 5
Order
of
Importance

5

1. All schools have clear enrolment policies and plans.
2. Implement correct class sizes in schools (both urban & rural )
3. Implement correct pupil teacher ratios (both urban & rural)
4. Implement correct Age 6 enrolment policy (in both Elementary
and Primary).
5. Implement and improve on multigrade teaching policy.
6. Improve transport and security services for all children living
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more than 2 kilometres from school.
7. Improve policies on student attendance and absenteeism.
8. Improve policies on student discipline, (eg. warning,
counseling, suspension & termination).
9. Provide guidance and counseling services in primary schools
10. Teach a special course on guidance, counseling, and
citizenship in primary schools.
11. Review policy of automatic promotion from one grade to next
higher grade for slow learners.
12. Review policy on repeating a grade to catch-up on school
work for slow learners.
13. Review policy on streaming of classes or grades according to
individual abilities.
14. Develop policies on provisions for academically bright
students.
15. Develop policy on shift teaching in urban areas in order to
reduce problems of large class sizes.
16. Make changes in official school hours and teaching times to
allow flexibility for provincial and school differences.

SECTION C: PROPOSITIONS FOR LEADERSHIP AND MANAGEMENT
ASPECTS TO IMPROVE UBE.
The way we lead, relate to others, influence policy and plans, and manage people,
resources and daily programs and activities are important factors that also help to ensure
that the educational needs of children are catered for. It is important therefore to address
the issues of leadership and management aspects of improving UBE within the PNG
school system.
2.3. In COLUMN A of the table below, there are propositions for leadership and
management aspects of improving UBE. In COLUMN B, please Rate on a Scale of 1
(UNIMPORTANT) to 5 (MOST IMPORTANT) by ticking the most appropriate box. In
COLUMN C, please Rank your TOP 5 order of IMPORTANT ACTIONS by writing the
figures 1 (LEAST IMPORTANT) to 5 (MOST IMPORTANT) against the Top 5
Propositions in Column A.
COLUMN A
PROPOSITION STATEMENTS FOR LEADERSHIP
AND MANAGEMENT ASPECTS TO IMPROVE UBE

COLUMN B
RATE OF IMPORTANCE
FOR EACH STATEMENT
ON A SCALE 1 TO 5
1

2

3

4

COLUMN C
Rank Top 5
Order
of
Importance

5

1. All schools have clear Statement of Mission (including aims
and objectives).
2. All schools develop unique sense of identity (or school
ethos and pride).
3. All schools formulate clear action policies and plans in
order to ensure future UBE policies are implemented.
4. All school produce Annual Reports as the basis for future
resource allocations.
5. Teaching basic literacy skills become a compulsory
component of UBE.
6. Priority be given for development of primary school
libraries.
7. Schools role in promoting literacy activities within PNG
school system be reviewed.
8. Give flexibility for teachers to challenge individual student
needs and abilities.
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9. Give more emphasis on development of relevant schoolbased curriculum and assessment.
10. Train teachers skills needed to develop relevant schoolbased curriculum.
11. Review requirements for meetings and consultations
within schools (eg. staff, board, parents & citizens).
12. Recognise teachers who demonstrate leadership and
provide outstanding role models.
13. Improve requirements for staff development and
supervision in schools.
14. Improve leadership and management skills of principals.
15. Emphasise district education administrator’s roles in
school policy & plans and implementation of these.
16. Improve capacity of inspectors in supervisory, mentorship
and inspections roles.
17. Elementary teachers be trained in existing teacher
education institutions.
18. Improve selection processes for elementary teaching.
19. Strengthen policy on teaching vernacular/culture in
elementary schools.
20. Give priority focus to UBE in future action policies, plans
and programs.

PART THREE: CHOOSING YOUR TOP 5 ACTION PROPOSALS TO IMPROVE
UBE.
This Survey Questionnaire has enabled you to determine which policy propositions are the
most important and which are the least important. On the basis of this, the foremost
activity in future policy efforts then is the need to prioritise which policies are the most
important and are also the most feasible that need to be acted on first ahead of others.
3.1. In this section, you are required to select YOUR TOP 5 ACTION PROPOSALS. In
order to do this, firstly, please REVIEW ALL OF THE STATEMENTS YOU HAVE
ALREADY RANKED. Secondly, please select AT LEAST 5, AND NO MORE THAN
10, PROPOSALS FROM ANY TABLE, and write them below in COLUMN A. Thirdly,
in COLUMN B, please complete the table by RANKING YOUR TOP 5 PROPOSALS
by WRITING 1 to 5 where:
5 = MOST IMPORTANT
IMPORTANT

1 = LEAST

Please feel free also to add other proposals in the space provided below that you consider
are the most suitable and acceptable but do not appear on the lists through the survey
questionnaire.
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COLUMN A
SELECTING AT LEAST MY TOP 5, AND NOT MORE THAN 10 ACTION
PROPOSALS

COLUMN B
RANK
AT
LEAST YOUR
TOP 5 in order of

1 (LEAST) to
(MOST
IMPORTANT)

5

Also in order to improve the focus and design of UBE in future you are most welcome to
make further additional written comments in the space below.

………………………………………………………………………………………
………………………………………………………………………………………
………………………………………………………………………………

I am most grateful for your assistance in completing
this survey questionnaire. In particular, I owe a depth
of gratitude to those key senior education officials,
inspectors, elementary coordinators, and teachers
whose ideas, through the first survey questionnaire,
have formed the basis for the various UBE propositions
that you have just rated and ranked.
Its is hoped that your invaluable contributions will
greatly assist the Researcher to complete this research
project and his studies successfully, and will upon
return, also help to inform what form and shape UBE
takes in the near future.
THANK YOU

P. Koro
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APPENDIX 6A
PHASE-ONE: PILOT STUDY SUMMARY RESULTS OF THE TESTEDLIKERT BASED RATED AND RANKED MOST AND LEAST
IMPORTANT UBE POLICY ITEMS BY CHOSEN PNG EDUCATORS IN DESCENDING ORDER FROM 1 TO 70.
Total

Total Likert Based UBE Policy Rank
Order
Implementation Statements

I/70

Total Item
Mean and St.
Deviation

N24

S.D

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24

4.41
4.37
4.28
4.17
4.16
4.04
4.04
4.03
3.92
3.84
3.80
3.79
3.77
3.72
3.70
3.69
3.66
3.65
3.61
3.59
3.56
3.56
3.51
3.48

k

Total Item Attitude Scale
Scores by Percentages
Most
Import.
(%)
100

Least Not
Import. Sure
(%)
(%)
100
100

I70

0
1. Learn local vernacular and culture
2. Three-year elementary system
3. UBE as a priority goal
4. Idea of UBE to primary grade 8
5. Importance of UBE for females
6. Formal school entry at age 6
7. Idea of top-up primary
8. Clarity of UBE policy goals
9. Observed teaching in primary
10. National education subsidy policy
11. Attitudes to vernacular learning
12. Project fees to improve school
13. Four-hours elementary teaching
14. Elementary teacher selection
15. Greater female access to UBE
16. Observed elementary teaching
17. Parents support and involvement
18. System of direct cash grants
19. Pupil teacher ratio
20. Clarity of school fee policies
21. Support of district/LLG officials
22. Improve attendance
23. Parents interest in child’s education
24. Contribute in cash and kind

Total Item Mean and Ranking Scores of Most and Least
Important UBE Policy Items by Chosen PNG Educators by
Hierarchical Levels
National
Provincial
Primary
Elementary
Admin.
Admin.
Teachers
Teachers
Ran Mean Rank Mean Rank Mean Rank Mean
n8
I/70
n12
I/30 n168
I24
n44

1.03
1.16
1.18
1.27
1.24
1.20
1.23
1.06
1.10
1.31
1.18
0.97
1.35
1.25
1.22
1.09
1.11
1.45
1.22
1.14
1.19
1.08
1.10
1.29

8
4
1
5
9
11
3
36
17
14
22
16
10
51
25
18
34
2
27
13
24
30
19
61

4.13
4.25
4.38
4.14
4.00
3.88
4.25
3.13
3.63
3.88
3.50
3.67
3.88
2.75
3.43
3.63
3.25
4.38
3.38
3.88
3.50
3.25
3.63
2.63

1
15
11
9
5
21
7
13
3
8
22
17
36
30
6
33
24
50
20
38
41
23
47
25

4.33
3.83
3.92
3.93
4.08
3.75
4.00
3.88
4.17
4.00
3.75
3.82
3.33
3.58
4.08
3.42
3.75
3.08
3.75
3.33
3.33
3.75
3.13
3.73

4
2
5

4.10
4.17
3.98

7
1
3

3.76
4.35
4.01

8

10
6

3
1
2

4.56
4.67
4.60

7

4.30

4

4.43

5

4.37

15
6

3.86
4.31

8
12

4.20
4.05

20

3.70

11
9

4.10
4.15

3.74

3.72
3.84

91.5
87.4
75.8
77.7
74.5
78.8
67.8
84.6
73.4
53.8
80.0
69.4
67.7
74.3
64.4
68.1
72.7
61.5
60.3
56.4

7.0
9.8
14.8
13.5
12.5
11.2
15.6
8.1
9.9
25.7
11.4
8.3
22.6
17.1
18.1
11.6
12.2
30.7
19.1
15.4

1.4
2.8
9.4
8.8
13.0
9.9
16.7
7.3
16.7
20.5
8.6
22.2
9.9
8.6
17.5
20.3
15.2
7.7
20.6
28.2

63.3
71.0
67.1
36.4

17.0
13.0
13.4
36.9

19.4
16.0
19.4
26.7
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25. Primary 7/8 same as high school
26. Afford minimum fee limits
27. Guidelines to monitor finances
28. Adequacy of donor support
29. Importance of primary education
30. Grade 8 graduate adjust to life
31. Adequacy of primary supervision
32. Fees cause dropout from school
33. Policy on multi-grade teaching
34. 3-Year Mixed-Mode Training
35. Church role in spiritual growth
36. Support for UBE Policies
37. Clarity of UBE concept
38. Conduct BOM/P&C meetings
39. Confidence of Diploma graduate
40. PEB Fee Limits
41. Effectiveness of school fees
42. Promote attitudes & discipline
43. Adequacy of inspectors visits
44. Fees deter entry to school
45. Importance of elem. education
46. Clarity of elementary roles
47. Self-reliance in schools
48. BOM Provision of security
49. BOM build and maintain schools
50. Awareness of elementary roles
51. Formulate & implement sch. plans
52. Understanding of purpose of UBE
53. Adequacy of finance systems
54. Subsidy allocation to elementary
55. Subsidy allocation to primary
56. Subsidy policy contribute to UBE
57. Provincial grants and subsidies
58. Promote school ethos & purpose
59. Community support & involvement
60. Provincial funding and support
61. Provision of land for school
62. BOM handling of school finances
63. Elementary coordination & support
64. Information about subsidy policies
65. Adequacy of elementary supervision

25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65

3.46
3.46
3.45
3.43
3.43
3.41
3.40
3.36
3.35
3.35
3.35
3.33
3.30
3.25
3.24
3.23
3.18
3.18
3.12
3.11
3.11
3.06
3.05
3.04
3.03
3.02
3.01
3.01
3.00
2.98
2.96
2.94
2.92
2.91
2.90
2.88
2.87
2.83
2.77
2.77
2.76

1.39
1.08
1.03
1.28
1.25
1.30
1.27
1.12
1.29
1.22
1.21
1.13
1.21
1.24
1.31
1.06
1.35
1.27
1.25
1.13
1.23
1.44
1.16
1.33
1.22
1.23
1.24
1.24
1.00
1.17
1.08
1.11
1.07
1.25
1.18
1.08
1.30
1.27
1.34
1.39
1.51

64
12
15
26
21
29
28
39
6
55
23
7
43
54
37
20
45
33
58
56
60
50
35
53
65
57
66
70
46
31
38
49
44
41
47
48
67
69
68
32
59

2.50
3.88
3.86
3.43
3.57
3.25
3.30
3.00
4.14
2.71
3.50
4.14
3.00
2.75
3.00
3.63
2.88
3.25
2.70
2.71
2.63
2.80
3.13
2.75
2.50
2.71
2.50
2.38
2.88
3.25
3.00
2.87
2.88
3.00
2.88
2.88
2.50
2.38
2.40
3.25
2.70

2
32
44
46
4
10
12
18
53
29
40
42
16
27
14
57
26
36
19
43
37
62
59
34
39
49
28
31
45
60
54
59
64
55
66
65
52
51
70
63
48

4.18
3.50
3.25
3.24
4.08
3.92
3.90
3.82
3.00
3.58
3.33
3.33
3.83
3.67
3.83
2.91
3.67
3.36
3.80
3.25
3.33
2.80
2.90
3.42
3.33
3.09
3.67
3.58
3.25
2.82
3.00
2.83
2.64
3.00
2.50
2.64
3.08
3.08
2.10
2.67
3.10

11

3.61

28
21
15

2.45
3.06
3.19

9
23
22
12
13
20

3.72
2.99
3.03
3.31
3.26
3.11

14

3.24

18
16

3.14
3.16

17
25

3.15
2.84

26

2.79

27
24
19

2.74
2.85
3.13

24
13

3.02
4.00

21
18

3.70
3.78

10
14

4.10
4.00

16

3.84

22

3.61

19

3.74

23

3.60

17

3.80

60.9
52.5
41.0
44.8
41.5
45.6
49.5
47.4
41.2
64.7
62.8
41.4
44.0
50.6
47.3
41.0
51.2
46.7
58.9
41.0
57.1
47.1
26.6
40.8
41.4
53.6
38.9
36.6
35.9
29.0
23.0
33.4
23.0
30.8
54.3
23.7
33.3
40.0
59.2
33.3
53.6

23.3
20.0
38.5
34.2
33.7
29.4
31.2
21.1
32.4
20.6
18.4
32.5
27.6
25.8
25.6
25.6
23.1
28.4
22.4
25.6
21.4
37.1
46.7
31.7
31.4
20.4
29.1
37.0
38.4
36.8
33.3
35.9
41.0
46.6
25.7
42.1
42.2
30.5
28.2
51.2
33.3

15.9
27.5
20.5
21.1
24.7
25.1
19.3
31.6
26.5
14.7
18.8
26.2
28.4
23.7
27.2
33.3
25.6
25.0
18.8
33.3
21.4
15.7
26.7
27.5
27.2
15.9
32.1
28.4
25.6
34.2
43.6
15.4
35.9
22.5
20.0
34.2
24.5
29.5
12.7
15.4
13.0
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66. Province Educ. Office guidance
67. Awareness about district/LLG roles
68. Adequacy of district funding
69. Financial accountability
70. Local governments grants and fees

66
67
68
69
70

2.63
2.61
2.54
2.54
2.48

1.25
1.25
1.32
1.13
1.32

63
62
42
52
40

2.63
2.63
3.00
2.75
3.00

61
56
68
67
69

2.82
2.92
2.25
2.36
2.18

30
29

2.32
2.61

26.6
26.6
25.7
23.0
25.7

48.5
48.5
58.9
52.6
58.9

25.0
25.0
15.4
23.7
15.4
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APPENDIX 6B
PHASE-ONE: PILOT STUDY TESTED LIKERT BASED SUMMARY RESULTS OF MOST AND LEAST IMPORTANT RATED AND RANKED UBE POLICY ITEMS
BY CHOSEN PNG EDUCATORS BY PROVINCES AND URBAN AND RURAL IN DESCENDING ORDER 1 TO 70
Total Likert Based UBE Policy
Implementation Statements

Total Total Item
Rank Mean & St.
Order Deviation

Total Item Mean and Ranking Scores of Most and Least Important UBE Policy Items by Chosen PNG Educators by Provinces and by Urban
and Rural Schools
Central
Morobe
Sandaun
Simbu
Enga
ENB
Manus
Urban
Rural
Mean Rank Mean Rank Mean Rank Mean Rank Mean
Rank Mean Rank Mean Rank Mean
Rank
1/70
n34 I/70
n46 I/70 n27
I/68 n33
I/47
n13
I/49 n14
I/48 n8
I/70 n102

Rank Mean
I/70 n104

I/70

Mean
N240

SD

1. Vernacular and Culture
2. Three-Year Elem. System
3. UBE as a Priority Goal
4. Idea of UBE to Prim. Gr.8

1
2
3
4

4.41
4.37
4.28
4.17

1.03
1.16
1.18
1.27

1
1
5
27

5.00
5.00
4.75
3.75

1
1
1
19

5.00
5.00
5.00
4.46

21
7
31
5

3.50
4.00
3.33
4.07

4
1
1
14

4.88
5.00
5.00
4.35

21
1
1
10

4.00
5.00
5.00
4.63

1
3
4
18

4.78
4.40
4.30
3.79

8
6
6
34

4.33
4.56
4.56
3.00

2
2
8
14

4.65
4.65
4.29
4.14

2
1
20
9

4.48
4.70
3.97
4.21

5. Importance of females UBE
6. Formal Entry at Age 6
7. Top-UP Primary (Gr.7/8)
8. Clarity UBE aims/policies
9. Observed primary teaching
10. National Govt. Subsidy
11. Attitudes to vernacular
12. Idea of Project Fees
13. Four-hours elem. teaching
14. Elem. teacher selection
15. Female Access to UBE
16. Observed elem. teaching
17. Parents involvement
18. Direct grants to schools
19. Pupil teacher ratio
20. Clarity of fee policies
21. District/LLG official’s support
22. Improve attendance
23. Parents interest in child’s educ
24. Contribute in cash and kind
25. Primary 7/8 same as high sch.
26. Afford minimum fee limits
27. Guidelines to monitor finance

5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27

4.16
4.04
4.04
4.03
3.92
3.84
3.80
3.79
3.77
3.72
3.70
3.69
3.66
3.65
3.61
3.59
3.56
3.56
3.51
3.48
3.46
3.46
3.45

1.24
1.20
1.23
1.06
1.10
1.31
1.18
0.97
1.35
1.25
1.22
1.09
1.11
1.45
1.22
1.14
1.19
1.08
1.10
1.29
1.39
1.08
1.03

26
5
48
19
32
63
18
19
7
7
38
7
15
63
33
7
41
15
7
27
27
50
19

3.97
4.75
3.10
4.00
3.63
2.50
4.25
4.00
4.50
4.50
3.38
4.50
4.33
2.50
3.50
4.50
3.32
4.33
4.50
3.75
3.75
3.00
4.00

26
1
29
1
20
39
8
25
1
24
26
14
8
14
47
39
28
8
14
51
30
61
57

4.02
5.00
3.91
5.00
4.44
3.33
4.80
4.17
5.00
4.25
4.02
4.50
4.80
4.50
3.20
3.33
3.94
4.80
4.50
3.00
3.87
2.67
2.83

4
13
20
19
10
39
13
1
21
13
10
51
21
13
21
34
12
21
13
39
5
1
13

4.15
3.75
3.58
3.70
3.81
3.00
3.75
4.25
3.50
3.75
3.81
2.75
3.50
3.75
3.50
3.25
3.78
3.50
2.75
3.00
4.07
4.25
3.75

31
19
21
4
26
40
1
22
20
4
34
4
12
48
38
44
28
12
4
62
63
44
52

3.55
4.14
4.09
4.88
3.91
3.33
5.00
4.00
4.13
4.88
3.50
4.88
4.43
3.00
3.43
3.17
3.67
4.43
4.88
2.63
2.53
3.17
2.83

19
6
15
1
20

4.22
4.75
4.33
5.00
4.11

6
10
15
2
7

4.29
4.00
3.93
4.56
4.14

1
11
34
22
34

5.00
4.22
3.00
3.75
3.00

16

4.25

4

4.30

14

4.11

46
6
28
21
16

2.00
4.75
3.78
4.00
4.25

29
8
10
10
31

3.44
4.11
4.00
4.00
3.33

14
17
17
11
13

4.11
4.00
4.00
4.22
4.14

9

4.67

19

3.78

17

4.00

29
16
21
33
21

3.69
4.25
4.00
3.50
4.00

24
31
10
34
21

3.57
3.33
4.00
3.25
3.71

1
8
17
43
1

5.00
4.33
4.00
2.56
5.00

18
5
24
4
14
26
6
17
13
7
22
11
19
37
30
40
22
19
11
53
31
36
44

3.93
4.42
3.71
4.50
4.14
3.65
4.40
3.96
4.15
4.32
3.85
4.17
3.89
3.40
3.56
3.32
3.85
3.89
4.17
2.95
3.55
3.45
3.28

14
9
23
7
21
64
4
7
30
5
29
7
11
56
25
15
31
6
12
47
27
39
34

4.04
4.21
3.84
4.22
3.88
2.38
4.35
4.40
3.61
4.30
3.62
4.22
4.19
2.83
3.82
4.00
3.59
4.26
4.14
3.04
3.67
3.17
3.33
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28. Adequacy of donor support
29. Importance of primary educ.
30. Grade 8 graduate adjust to life
31. Adequacy of prim. supervision
32. Fees cause dropout from sch.
33. Policy on multi-grade teaching
34. 3-Year Mixed-Mode Training
35. Church role in spiritual growth
36. Support for UBE Policies
37. Clarity of UBE concept
38. Conduct BOM/P&C meetings
39. Diploma teacher’s confidence
40. PEB Fee Limits
41. Effectiveness of school fees
42. Promote attitudes & discipline
43. Adequacy of inspectors visits
44. Fees deter entry to school
45. Importance of elem. education
46. Clarity of elementary roles
47. Self-reliance in schools
48. BOM Provision of security
49. BOM build & maintain school
50. Awareness of elementary roles
51. Implement school plans
52. Understand purpose of UBE
53. Adequacy of finance systems
54. Subsidy allocation to elem.
55. Subsidy allocation to primary
56. Subsidy contribute to UBE
57. Provincial grants/subsidies
58. Promote school ethos/purpose
59. Community involvement
60. Provincial funding support
61. Provision of land for school
62. BOM manage sch. finances
63. Elementary coordination
64. Information on subsidy policy
65. Elementary supervision
66. Province HQ guidance
67. Awareness district/LLG roles
68. Adequacy district funding

28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68

3.43
3.43
3.41
3.40
3.36
3.35
3.35
3.35
3.33
3.30
3.25
3.24
3.23
3.18
3.18
3.12
3.11
3.11
3.06
3.05
3.04
3.03
3.02
3.01
3.01
3.00
2.98
2.96
2.94
2.92
2.91
2.90
2.88
2.87
2.83
2.77
2.77
2.76
2.63
2.61
2.54

1.28
1.25
1.30
1.27
1.12
1.29
1.22
1.21
1.13
1.21
1.24
1.31
1.06
1.35
1.27
1.25
1.13
1.23
1.44
1.16
1.33
1.22
1.23
1.19
1.24
1.00
1.17
1.08
1.11
1.07
1.25
1.18
1.08
1.30
1.27
1.34
1.39
1.51
1.25
1.25
1.32

36
56
43
49
50
19
1
19
7
7
45
41
47
1
57
38
33
40
15
66
46
44
27
50
19
50
63
50
50
63
58
27
60
19
37
7
67
27
61
61
70

3.43
2.94
3.31
3.03
3.00
4.00
5.00
4.00
4.50
4.50
3.22
3.32
3.11
5.00
2.87
3.38
3.50
3.33
4.33
2.13
3.19
3.28
3.75
3.00
4.00
3.00
2.50
3.00
3.00
2.50
2.77
3.75
2.74
4.00
3.40
4.50
2.00
3.75
2.61
2.61
1.52

57
37
42
44
50
63
14
47
21
31
43
36

2.83
3.42
3.31
3.25
3.17
2.60
4.50
3.20
4.40
3.80
3.28
3.43

51
59
47
33
39
39
21
60
21
57
30
49

2.75
2.58
2.93
3.26
3.00
3.00
3.50
2.50
3.50
3.67
3.41
2.88

34
46
61
46
22
51
15
55
27
16
28
39

3.50
3.06
2.64
3.06
4.00
2.88
4.29
2.71
3.75
4.25
3.67
3.35

31
35
34
61
12
8
65
49
38
21
45
14
51
67
65
51
51
59
12

3.80
3.57
3.65
2.67
4.60
4.80
2.50
3.19
3.40
4.40
3.23
4.50
3.00
3.33
2.50
3.00
3.00
2.77
4.60

13
30
9
34
1
60
60
48
58
21
56
7
34
31
34
39
60
50
65

3.75
3.00
3.93
3.25
4.25
2.50
2.50
2.89
2.59
3.50
2.74
4.00
3.25
3.33
3.25
3.00
2.50
2.81
2.25

22
33
63
22
4
34
34
42
43
10
28
41
64
52
57
57
48
50
16

4.00
3.52
3.53
4.00
4.88
3.50
3.50
3.25
3.24
4.75
3.67
3.29
2.50
2.83
2.67
2.67
3.00
2.94
4.25

63
46
1
68
21
60
59
51

2.60
3.21
5.00
2.17
4.40
2.71
2.71
3.00

65
38
39
51
21
67
67
39

2.25
3.19
3.00
2.75
3.50
2.00
2.00
3.00

55
54
16
57
10
65
65
67

2.71
2.76
4.25
2.67
4.75
2.44
2.44
2.00

37
36
27

3.22
3.33
2.89

44
9
39

2.77
4.07
2.93

17
1
7

4.00
5.00
4.50

6
45
21
38
38
44
30

4.75
2.75
4.00
3.00
3.00
2.78
3.67

49
16
17
29
19
36
41

2.22
3.90
3.88
3.40
3.78
3.00
2.86

32
14
11
25
22
34
34

3.11
4.11
4.22
3.63
3.75
3.00
3.00

35
20

3.38
4.11

46
48

2.62
2.50

34
1

3.00
5.00

11
11

4.50
4.50

22
35

3.70
3.22

28
32

3.50
3.11

21
34
11
32
38

4.00
3.44
4.50
3.56
3.00

43
40
36
45
23

2.79
2.92
3.00
2.64
3.60

47
44
26
44
30

1.50
2.50
3.56
2.50
3.38

38
1

3.00
5.00

47
31

2.57
3.30

47
31

1.50
3.29

47
30
1

1.75
3.67
5.00

29
41
25

3.40
2.86
3.50

24
44
28

3.67
2.50
3.50

11
38
38

4.50
3.00
3.00

36
25
25
10

3.00
3.50
3.50
4.00

26
34
34
34

3.56
3.00
3.00
3.00

41
56
48
41
38
69
9
1
50
51
35
33
47
32
33
25
24
10
19
56
39
46
26
43
52
55
63
61
58
59
59
26
62
53
45
14
67
26
66
65
64

3.30
2.90
3.18
3.30
3.36
2.44
4.24
5.00
3.16
3.12
3.46
3.49
3.19
3.50
3.49
3.70
3.71
4.21
3.89
2.90
3.34
3.21
3.65
3.29
3.11
2.91
2.75
2.84
2.88
2.87
2.87
3.65
2.81
2.95
3.22
4.14
2.48
3.65
2.51
2.52
2.67

63
36
38
45
39
32
24
13
43
37
41
48
60
15
52
33
27
15
35
70
53
43
15
49
54
49
65
65
60
68
58
25
66
42
46
22
69
15
57
58
60

2.57
3.26
3.20
3.07
3.17
3.48
3.83
4.05
3.11
3.25
3.15
3.03
2.67
4.00
2.96
3.41
3.67
4.00
3.30
1.00
2.92
3.11
4.00
3.00
2.89
3.00
2.33
2.33
2.67
2.25
2.71
3.82
2.33
3.13
3.05
3.87
2.00
4.00
2.75
2.71
2.67
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69. Financial accountability
70. Local govts. grants and fees

69
70

2.54
2.48

1.13
1.32

33
70

3.50
1.50

39
57

3.33
2.83

60
51

2.50
2.75

57
68

2.67
1.83

68
70

2.46
2.22

49
55

3.00
2.88

NOTE: This important sets of results, which were based on the multiple Cluster Sampling of Regional, Provincial and Typical-Case
Urban and Rural Schools data were analysed, but due to space limitations have not been included in this thesis work.
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APPENDIX 7A
PHASE-TWO: MAIN STUDY SUMMARY RESULTS OF THE PART-ONE FILTERED LIKERT BASED
RATED AND RANKED MOST IMPORTANT UBE IMPROVEMENT PROPOSITION ITEMS BY
CHOSEN PNG EDUCATORS IN DESCENDING ORDER FROM 1 TO 68
Total Rated and Ranked Most Important UBE
Improvement Propositions Statements

Total
Rank
Order

Total Item Mean and Ranking Scores of
Chosen PNG Educators
SNEAs

I/68

1. Improve leadership/management skills
2. A law to enforce child’s rights to UBE
3. Education priorities to remote rural needs
4. More information/awareness about UBE
5. Improve policies on student discipline
6. Upgrade teachers’ skills
7. Improve inspector’s skills
8. Establish primary libraries as priority
9. Provide guidance and counseling services
10. Literacy as compulsory aspect of UBE
11. Disadvantage teacher/materials support
12. Improve staff development/supervision
13. Recognise teachers as role models
14. Flexible teaching approaches
15. Develop clear school mission
16. Emphasise school-based curriculum
17. Implement multi-grade policy
18. Formulate UBE action policies/plans
19. Priority to poor and disadvantaged
20. Teach guidance and counseling course
21. Motivate children’s interest/abilities
22. Provision of support to poor children
23. Improve district educ. admin’s roles
24. Part State UBE support in remote areas
25. Implement correct pupil teacher ratio
26. Priority focus on UBE
27. Improve vernacular and culture teaching
28. Implement correct class sizes
29. Merit scholarships for bright children
30. Greater NGO/Church role in UBE
31. Improve attendance/absenteeism policy
32. Scholarships for females
33. Develop school ethos and purpose
34. Produce annual reports
35. Remote teacher selection/ training
36. Review policy on streaming
37. Develop policy on bright students
38. Community-based vocational schools
39. Establish village elementary schools
40. Increase remote teaching allowance
41. Clear enrolment policies and plans
42. Free UBE financially not feasible
43. Remote subsidies to churches for UBE
44. Review policy on repetition
45. Implement correct age 6 entry to school
46. Review school’s role to promote literacy
47. Improve elementary teacher selection
48. Flexible school hours and timetable
49. Review BOM/P&C roles
50. Full state UBE support in remote areas
51. Compulsory UBE finance not feasible

Total
Mean

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51

SPEAs

Prim. Teachers

N96

Rank

Mean Rank

Mean Rank

Mean

4.62
4.61
4.57
4.56
4.52
4.51
4.49
4.47
4.46
4.45
4.44
4.42
4.41
4.41
4.41
4.41
4.40
4.39
4.38
4.36
4.34
4.33
4.31
4.31
4.31
4.30
4.30
4.29
4.29
4.28
4.27
4.25
4.25
4.24
4.24
4.23
4.22
4.22
4.21
4.21
4.20
4.15
4.14
4.12
4.10
4.08
4.08
4.02
3.97
3.96
3.92

1/68
2
7
5
4
25
22
16
10
53
23
45
29
37
4
11
9
13
24
6
41
33
48
26
42
18
16
21
12
49
20
28
14
27
30
32
35
43
46
1
47
19
8
54
44
31
39
56
40
38
57
15

n/19
4.58
4.37
4.42
4.58
4.16
4.26
4.21
4.32
3.73
4.16
3.84
4.05
3.89
4.58
4.32
4.32
4.26
4.16
4.42
3.89
4.05
3.79
4.11
3.89
4.21
4.21
4.16
4.32
3.79
4.21
4.11
4.26
4.11
4.05
4.05
3.95
3.84
3.84
4.68
3.79
4.21
4.37
3.74
3.84
4.05
3.89
3.53
3.89
3.89
3.53
4.26

n/26 1/68
4.65
1
4.71
12
4.77
11
4.85
25
4.65
8
4.58
4
4.85
31
4.31
18
4.69
5
4.46
32
4.73
13
4.50
7
4.58
3
4.23
44
4.58
14
4.65
39
4.42
42
4.38
15
4.62
29
4.54
36
4.77
24
4.46
27
4.46
46
4.23
20
4.12
2
4.54
30
4.23
22
4.15
17
4.38
9
4.12
28
4.35
26
4.31
51
4.23
40
4.35
35
4.35
50
4.31
47
4.27
41
4.58
34
4.35
21
4.62
6
3.92
19
3.92
57
4.35
33
4.38
45
3.92
16
4.04
38
4.27
23
3.08
54
3.81
48
4.50
10
3.81
57

n/44
4.80
4.66
4.66
4.52
4.70
4.73
4.48
4.55
4.73
4.48
4.64
4.70
4.75
4.27
4.61
4.39
4.34
4.59
4.50
4.43
4.52
4.50
4.25
4.55
4.77
4.48
4.52
4.57
4.70
4.50
4.50
4.14
4.36
4.43
4.14
4.25
4.36
3.45
4.55
4.73
4.55
3.89
4.48
4.27
4.59
4.41
4.52
4.00
4.18
4.66
3.91

1/68
9
7
3
2
11
15
1
35
8
23
5
20
14
42
16
10
25
26
13
19
4
24
22
44
46
18
41
45
28
47
31
37
43
30
32
36
39
17
34
12
52
53
33
27
51
49
38
48
55
21
56

Total Item Attitude
Scale Measures by
Percentages
Most Least
Import. Import.

%
/100
97.9
92.7
97.0
93.7
95.8
96.9
91.6
88.5
93.7
91.7
90.6
95.9
95.8
87.5
94.8
91.7
89.6
94.8
91.7
91.7
89.6
85.4
88.6
86.5
94.8
92.7
87.5
94.8
91.6
87.5
91.7
83.3
87.6
90.7
81.5
87.5
85.4
84.4
90.6
88.5
87.5
75.0
86.4
83.3
90.7
82.6
87.5
77.1
80.2
84.3
68.7
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%
/100
0.0
4.2
2.0
3.2
1.0
2.0
3.1
10.0
5.3
2.0
4.2
1.0
1.0
0.0
1.0
3.1
7.3
1.0
4.2
4.2
6.2
4.2
2.0
4.1
2.1
2.0
7.3
4.2
4.2
4.2
5.2
7.3
12.5
4.2
5.2
4.2
6.2
4.1
8.4
5.2
3.1
12.5
6.3
6.2
6.2
4.1
5.2
12.5
5.2
6.2
14.6

Not
Sure

%
/100
2.1
3.1
1.0
3.1
3.2
1.1
5.2
10.5
1.0
6.3
5.2
3.1
3.1
12.5
4.2
5.2
3.1
4.2
3.1
4.3
4.2
10.4
9.4
9.4
3.1
5.2
5.2
1.0
4.2
8.3
3.1
9.4
10.4
5.1
13.5
8.3
8.4
11.5
1.0
6.3
9.4
12.5
7.3
11.5
3.1
7.3
7.5
10.4
14.6
9.4
16.7

52. Review automatic promotion policy
53. Develop policies on shift teaching
54. Establish central boarding schools
55. Train elem. teachers in existing colleges
56. Inability to pay fees in grades 3 to 6
57. High population growth
58. Land problems affect schools
59. Good comm. relations improve retention
60. Law and order problems cause dropouts
61. Improve transport for student travels
62. Compulsory UBE admin. not feasible
63. Parents not see the importance of UBE
64. Inability to pay fees in grades 1/2
65. Free UBE administratively not feasible
66. Education not related to wage employ
67. Transport for distant from school
68. Household demands affect child’s school

52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68

3.92
3.89
3.88
3.83
3.79
3.75
3.74
3.72
3.71
3.62
3.62
3.58
3.57
3.40
3.40
3.25
2.76

52
51
63
65
62
34
61
50
36
59
58
60
66
55
64
67
68

3.74
3.74
3.21
3.00
3.32
4.00
3.42
3.79
3.95
3.47
3.53
3.47
2.95
3.58
3.21
2.79
2.63

40
57
6
29
50
59
61
62
60
65
63
58
54
64
66
67
68

4.27
3.73
4.73
4.35
4.00
3.62
3.52
3.38
3.57
3.27
3.35
3.71
3.86
3.31
3.23
3.13
2.73

52
55
49
37
59
66
58
43
62
53
60
67
64
65
63
61
68

4.11
3.98
4.18
4.41
3.86
3.52
3.86
4.30
3.77
4.05
3.84
3.43
3.59
3.57
3.59
3.82
2.70

76.0
70.7
78.1
78.1
64.5
69.8
69.7
76.1
70.8
67.7
60.4
60.4
58.3
55.2
62.5
52.0
32.3

334

11.5
12.6
14.6
12.5
23.0
21.9
17.8
18.7
18.8
17.8
19.8
27.1
31.3
22.9
28.1
29.2
46.9

12.5
16.7
7.3
9.4
12.5
8.3
12.5
5.2
10.4
14.5
19.8
12.5
10.4
21.9
9.4
18.8
20.8

APPENDIX 7B
PHASE-TWO: MAIN STUDY: SUMMARY RESULTS OF THE PART TWO FILTERED LIKERT BASED
RATED AND RANKED MOST SUPPORTED UBE IMPROVEMENT PROPOSITION ITEMS BY
CHOSEN PNG EDUCATORS IN DESCENDING ORDER FROM 1 TO 51
Total Rated and Ranked Most
Supported UBE Improvement
Proposition Statements
1. Vernacular/culture teaching
2. Review streaming policy
3. Priority remote teach.selection
4. Train elem. teachers in college
5. Develop shift teaching policy
6. Establish primary library
7. Improve DEA’s roles
8. Improve staff development
9. Priority focus on UBE
10. Improve inspector’s skills
11. Correct age 6 entry
12. Poverty child support
13. Teach guidance & counseling
14. Full state remote UBE support
15. Greater NGOs/church roles
16. Enrolment policies & plans
17. Female scholarships
18. Develop bright students policy
19. Guidance/counseling services
20.Part state remote UBE support
21. Flexible teaching approaches.
22. Improve policies on discipline.
23. Review automatic promotion
24.Priorities to remote rural needs
25. Provision for bright children
26. Improve attendance policies
27. School mission & purpose
28. UBE action policies & plans
29. Review repetition policy
30. Upgrade teacher’s skills
31. Correct pupil teacher ratio
32. School-based curriculum
33. Increase remote allowances
34. Produce annual reports
35. Village elementary schools
36. Remote teacher/mat. support
37. Review BOM/P&C roles
38. Transport for 2km distance
39. Implement multigrade policy
40. Develop school ethos/identity
41. Compulsory literacy for UBE
42. Correct class sizes
43. improve elem. teacher select
44.Community vocational schools
45. Central boarding schools
46. Review sch. role in literacy
47. Teachers as role models
48. Flexible school times
49. Improve student transport
50. Remote church UBE subsidy
51. Improve leadership skills

Total
Rank
Orde
r

Total Item
Mean &
Standard
Deviation

N51

M

S.D.

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
31
30
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51

3.77
3.69
3.64
3.57
3.50
3.46
3.45
3.40
3.38
3.38
3.29
3.28
3.26
3.17
3.15
3.12
3.11
3.10
3.08
3.08
3.06
3.06
3.03
2.97
2.92
2.91
2.89
2.88
2.87
2.87
2.86
2.86
2.86
2.85
2.83
2.79
2.69
2.61
2.68
2.60
2.58
2.58
2.51
2.52
2.48
2.48
2.48
2.47
2.91
15
20

0.93
0.73
0.70
2.12
0.41
0.53
0.39
0.57
1.04
0.44
0.26
0.45
0.41
0.23
0.61
0.34
1.27
0.58
0.29
0.82
0.65
0.84
0.42
0.29
0.57
0.37
0.28
0.14
0.40
0.22
0.73
0.54
0.58
0.82
0.28
0.87
0.04
1.04
0.37
0.73
0.35
0.57
0.69
0.30
1.12
0.27
0.57
0.66
1.64
2.14
1.92

Total Item Mean and Ranking Scores by
Chosen PNG Educators
National
Educ. Admin
Rank n19
1
5.00
31
2.80
2
4.50
24
21

3.00
3.00

19
8
9
27
28
12

3.00
3.67
3.67
3.00
3.00
3.33

16
10
4
25
26
34
37
13
11
35
44
40
17
22
38
30
7
43
18
5
32
15
20
6
45
23
41
14
3
46
39
33
29
42
48
47
36

3.20
3.63
4.50
3.00
3.00
2.67
2.57
3.33
3.40
2.64
2.20
2.43
3.17
3.00
2.50
2.80
3.75
2.20
3.17
4.00
2.73
3.33
3.00
4.00
2.14
3.00
2.33
3.33
4.50
2.14
2.50
2.67
2.80
2.25
1.00
2.00
2.60

Provincial
Educ. Admin
Rank n26
3
3.83
12
3.45
8
3.57
9
3.55
10
3.50
18
3.00
6
3.67
1
23
11
7
4
13
33
25
44
37
28
40
19
2
39
26
37
24
36
32
14
34
43
30
22
29
15
16
35
20
21
46
31
41
48
38
5

4.50
2.93
3.50
3.58
3.80
3.33
2.67
2.89
2.00
2.50
2.83
2.40
3.00
4.00
2.45
2.89
2.86
2.89
2.50
2.75
3.29
2.60
2.00
2.75
3.00
2.80
3.25
3.07
2.50
1.50
3.00
1.50
2.75
2.33
1.33
2.50
3.70

42
19
20
45
49

2.00
3.00
3.00
2.00
1.00

Primary
Teachers
Rank n44
37
2.75
1
4.00
34
2.80
7
3.58
8
3.50
3
3.83
20
3.00
4
3.80
11
3.33
26
2.90
10
3.38
35
2.79
27
2.90
24
3.00
39
2.73
25
2.95
5
3.60
2
3.90
9
3.50
23
3.00
42
2.67
28
2.90
15
3.25
12
3.33
2?
3.60
22
3.00
31
2.87
36
2.77
32
2.82
19
3.07
41
2.70
21
3.00
13
3.26
50
2.11
44
2.65
14
3.26
38
2.75
46
2.60
33
2.81
29
2.89
49
2.25
43
2.67
16
3.20
30
2.88
40
2.73
48
2.29
17
3.11
57
1.63
45
2.64
47
2.42
18
3.07

Total Item Attitude
Scale Measures by
Percentages
Most Least No
Imp. Imp. Opinion

(%)

(%)

(%)

47.0
65.4
50.0
53.4
50.0
58.8
60.0
55.0
52.4
43.3
45.5
46.3
37.1
51.7
20.0
46.2
33.3
40.0
42.8
40.0
28.5
39.1
33.4
46.1
48.0
39.2
38.9
34.5
41.7
26.9
35.3
28.6
50.0
35.0
35.9
41.3
36.4
55.5
30.8
28.4
23.8
34.4
50.0
20.6
39.3
20.0
33.3
30.5
26.7
9.0
45.5

35.3
26.9
26.9
20.0
21.4
29.4
20.0
30.0
23.8
33.3
31.8
34.2
34.3
38.8
25.0
43.5
53.3
36.0
37.2
40.0
42.9
36.6
40.7
48.1
36.0
42.9
52.8
44.8
41.7
30.8
38.2
42.9
42.1
50.0
46.1
28.3
36.4
33.3
48.7
52.9
61.9
50.0
43.7
47.0
35.7
60.0
47.2
60.8
46.6
68.2
39.4

17.6
7.7
23.1
26.6
28.6
11.8
20.0
15.0
23.8
23.4
22.7
19.5
28.6
9.7
55.0
10.3
13.3
24.0
20.0
20.0
28.6
24.3
25.9
5.8
16.0
17.9
8.3
20.7
16.6
42.3
26.5
28.5
7.9
15.0
17.9
30.4
27.2
11.1
20.5
16.7
14.3
15.6
6.3
32.4
25.0
20.0
19.4
8.7
26.7
22.7
15.1
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APPENDIX 7C
PHASE-TWO: MAIN STUDY SUMMARY RESULTS OF THE PART-THREE FILTERED LIKERT BASED
RATED AND RANKED TOP PRIORITY UBE IMPROVEMENT PROPORSITION ITEMS BY PNG
EDUCATORS IN DESCENDING ORDER FROM 1 TO 49
Total Rated and Ranked Top Priority
UBE
Improvement
Proposition
Statements

Total
Item
Rank

Total Item
Mean and SD

1-49

N/84

SD

1. High population growth
2. Remote teaching allowance
3. Develop shift teaching policy
4. Correct class sizes
5. Compulsory literacy program
6. Village elementary schools
7. Automatic promotion policy
8. Priority focus on UBE
9. Leadership & Management
10. Improve student discipline
11. Improve absenteeism policy
12. Teachers as role models
13. Provision for bright students
14. School based curriculum
15. Priority to poor /disadvantage
16. Establish primary library
17. Priority to remote UBE needs
18. Remote teacher select/train
19. Poverty child support
20. Improve multigrade policy
21. Clear UBE policies and plans
22. School identity/pride
23. Parents see UBE importance
24.Enforce child’s right to UBE
25. Remote teacher/mat. support
26. Elem. training in colleges
27. District educ admin roles
28. Need for annual reports
29. Improve staff development
30. Information/awareness needs
31. Upgrade teachers skills
32. Enrolment policies and plans
33. Provision of transport
34. Greater church/NGO role
35. Community vocational sch.
36. Improve inspectors skills
37. Review repetition policy
38. Fullstate remote UBE support
39. Compulsory UBE difficult
40. Motivate child’s interest
41. School mission and purpose
42. Free UBE financial difficult
43. Guidance and counseling
44. Female scholarship
45. Correct teacher pupil ratio
46. Improve el/teacher selection
47. Correct age 6 entry
48. Boarding primary schools
49. Review streaming policy

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49

4.17
3.89
3.75
3.67
3.63
3.56
3.50
3.48
3.47
3.38
3.37
3.36
3.33
3.29
3.24
3.23
3.22
3.17
3.13
3.06
3.00
3.00
3.00
2.93
2.90
2.84
2.84
2.84
2.83
2.83
2.78
2.75
2.75
2.75
2.67
2.67
2.59
2.57
2.50
2.29
2.27
2.25
2.19
2.00
1.92
1.75
1.75
1.75
1.67

1.18
0.97
1.77
1.15
0.48
0.82
0.71
0.50
0.92
0.18
0.48
0.84
0.47
1.34
0.70
1.54
1.49
1.18
2.01
0.82
1.23
0.00
0.00
1.68
2.01
0.23
0.23
0.23
0.29
2.02
0.66
0.75
0.00
0.96
0.00
1.70
0.72
1.26
0.71
0.58
1.48
1.30
0.90
0.00
1.29
0.00
1.06
1.06
1.15

Total Likert Mean and Ranking Scores of the Top Priority
Proposition Items by PNG Educators
National
Provincial
Primary
Admin
Admin.
Teachers
Rank
Mean
Rank
Mean
Rank
Mean

2
13

5.00
3.20

18
4
3
16
11
21
12
17
8
10
9
38
1
7

3.00
4.00
4.50
3.00
3.50
2.75
3.50
3.00
3.67
3.67
3.67
1.00
5.00
3.69

27
26
14

2.67
2.67
3.00

6
20
23
25

4.00
3.00
2.67
2.67
2.50
1.00
2.00
2.00

17
13
19
5
11
3

3.00
3.00
3.00
4.00
3.25
4.00

6
4

4.00
4.00

26
2
22
1
24
31
7
14
15

2.00
5.00
2.50
5.00
2.33
1.00
4.00
3.00
3.00

32
8

1.00
4.00

20
12

2.67
3.00

21
10

2.50
3.50

28
39
29
30

27

2.00

19

3.00

25
16
18

2.00
3.00
3.00

23
9

2.50
3.75

29

1.00

24
32
5
31
33
35
34
22

2.67
1.75
4.00
2.00
1.67
1.00
1.33
2.75

30

1.00

28

1.00

1.00
1.00
3.00

11
3
33
1
8
13

3.33
4.57
2.50
5.00
3.50
3.17

5
31
12
23
38
20
32
2
40
30

4.17
2.63
3.25
3.00
2.40
3.00
2.50
5.00
2.20
2.67

9
34
4
19
24
6
7
16

3.40
2.50
4.50
3.00
3.00
3.78
3.64
3.00

18
17
37
15
27
28
42
29
45
21
39
25
43
10
14
22
41
26
44
35
36
46

3.00
3.00
2.50
3.11
2.75
2.75
2.00
2.67
1.00
3.00
2.29
3.00
2.00
3.33
3.17
3.00
2.00
2.83
1.75
2.50
2.50
1.00
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